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ABSTRACT
A Study of An Inservice Practicum's Effects on
Teachers' Attitudes About Mainstreaming
Frank Roger Schorn, B.A., University of Bridgeport
M.S., Long Island University, Ed.D.
,
University of Massachusetts
Directed by: Professor Horace Reed
The purpose of this study was to determine whether an inservice
practicum experience could be instrumental in changing regular class-
room teachers' attitudes about mainstreaming children with various
degrees and types of handicapping conditions in their classrooms.
The term mainstreaming was defined as the instructional integration
of eligible exceptional children with normal peers.
Where teachers chose to place a child on a continuum of program op-
tions ranging fromthe regular classroom to separate special education
facilities, was defined as a measure of their attitude toward certain
exceptional children. Attitude was primarily conceptualized in terms
of social distance.
The sample included 49 regular school teachers representing three
rural school districts in South Carolina. The practicum involved four
structured consultation sessions over the period of one academic year.
Each practicum visit took place at the participant's school.
The problems encountered by the teachers as they related to working
with special needs children were the topics of discussion for each visit.
The focus of the consultation was on the teacher rather than on the par-
ticular children with whom the teacher was currently having difficulty.
A review of the literature indicated that a consultation
approach
to inservice education as it pertains to assisting teachers
to mainstream
exceptional children was almost nonexistent.
The concept of developing an inservice practicum component and
articulating such a learning experience with the everyday problems
the teacher is having existed only to a limited extent.
This study has approached the problem of providing effective in-
service education quite differently from most approaches surveyed in
the literature. Rather than giving each teacher the same uniform set
of skills, the practicum sought to help each participant identify his/
her own assets and resources and use these to provide more effectively
for special needs children in their own classroom. An underlying
assumption throughout the research has been that as teachers increase
in their confidence in dealing with a variety of handicapping conditions,
their attitudes towards mainstreaming into the regular school program
will become more positive.
The research addressed three key questions: (1) How has the prac-
ticum affected participant attitudes towards the mainstreaming of children
who are perceived to be either mildly handicapped, moderately handicapped,
learning disabled, mentally retarded or emotionally disturbed? (2) Did
the practicum have a differential effect in the three school districts?
(3) Under what conditions was the practicum particularly appropriate?
The Rucker-Gable Educational Programming Scale (RGEPS) was the
primary instrument used to measure attitude change. The RGEPS provided
information on a respondent's attitudes toward, knowledge of, and
appropriate placement for three degrees of disability and three types of
handicapping conditions. These included mild, moderate and severe, mental
retardation, emotional disturbance and learning disabled. The instrument
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is a standardized classroom integration inventory and was used to
measure the social distance a teacher wants to maintain between
himsel f/hersel f and a variety of types and degrees of handicapping
conditions
.
All participants in the three school districts were administered
the RGEPS on a pre- post test basis, along with an appropriately matched
group of regular classroom teachers who had not participated in the
practicum. The results were analyzed by comparing the mean pre- post
test gains of the three experimental groups with those of the control
group to determine what statistically significant gains on the attitude
dimensions could be attributed to the practicum.
The resul tsindi cated: (1) The practicum contributed to signifi-
cantly positive teacher attitude gains toward the mainstreaming of
emotionally disturbed children in the three experimental school districts.
(2) No significant teacher attitude gains occurred toward the mainstream-
ing of mentally retarded children in the three experimental school dis-
tricts. (3) The practicum contributed to significant attitude gains
on the dimensions of moderate handicapping conditions and learning disa-
bilities in only one of the school districts. (4) The practicum had a
differential effect on teacher attitudes about mainstreaming within each
school district.
This study supported the thesis that an individualized inservice
practicum for regular classroom teachers can have a positive effect on
changing their attitudes about mainstreaming children with special needs.
It was concluded that attitude change about mainstreaming was
effected by numerous factors. They included the inservice format, the
ix
characteristics of the instructor, the characteristics of the parti-
cipants, nature of the problem, nature of the attitude change desired
and the nature of the situation where the change was to take place.
s
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CHAPTER I
INTRODUCTION
The purpose of this study is to determine whether an inservice
practicum experience can be instrumental in changing regular classroom
teachers' attitudes about mainstreaming. The term mainstreaming is
defined as the instructional and social integration of eligible excep-
tional children with normal peers. Included in this concept is the
provision of a sequence of educational options for all children with
special needs. The concept of mainstreaming implies that the most
appropriate education for a child is one based on diagnosed learner
needs and the development of strategies most appropriate to those needs.
As a consequence of recent legislative mandates, e.g., Massachusetts
Public Law 766, recent court litigation (Weintraub, 1974), and efficacy
studies relating to the placement of special needs children (Dunn, 1971),
many special needs children are now being integrated into regular class-
rooms .
Teacher attitudes have often been negative concerning mainstreaming
since teachers feel poorly trained to provide for exceptional children
in their existing instructional programs. As a result of these perceived
inadequacies, there has been a proliferation of inservice training pro-
grams designed to help the regular school teacher cope more effectively
with the special needs child. These programs vary from extension courses
to elaborate change programs for an entire school system.
The problem can best be analyzed by stating that the desired ends
of almost all recommended mainstreaming programs for regular classroom
teachers is usually to increase the ability and the desire of the program
2participants to deal effectively with a wider range of differences in
their classrooms. It is assumed that if the inservice experience is
perceived to be useful to the participant, he/she will state with some
measure of confidence that certain children with special needs can
benefit from his/her instructional program.
Within the context of inservice, the measures for bringing about
such changes create great controversy. Some educators believe that
by providing all teachers with a set of universal skills in individual-
izing instruction and diagnostic techniques, teachers are in a better
position to accept certain children in the mainstream of a regular school
program. Other educators feel that no standard set of inservice exper-
iences will result in any attitude change towards special needs children
and that a new conceptualization of inservice education is needed.
A number of questions relating to inservice education now beg to
be considered.
1. Can we individualize quality experience for teachers
in the context of an inservice program?
2. Can we provide meaningful exchanges between instructor
and teacher other than through a standard course?
3. Can we isolate and evaluate one aspect of an inservice
program's effect on modifying attitude toward the main-
streaming of special needs children into the regular
classroom?
This research describes one mainstreaming program conducted in South
Carolina which considered the previous questions.
As a result of mainstreaming efforts in this State, many school
3administrators perceived a need for inservice programs to help the
teacher deal with a host of new problems brought about by the integra-
tion of special needs children into the mainstream.
Prior to mainstreaming, many special needs children were removed
from the regular classroom and placed in special instructional settings.
The return of many of these same students often induced a measure of
confusion, ignorance and denial on the part of regular classroom teachers
as well as with other professionals.
The Department of Special Education of a state-supported college
realized the need to provide assistance to regular classroom teachers
responsible for the education of mildly handicapped children. In 1974,
the college applied for and received an initial grant of $35,000 from
the Bureau of the Handicapped (BHE) to implement an inservice proposal
designed to help regular classroom teachers integrate handicapped
children into regular classes. This program was renewed by BEH for the
1975-76 school year with a new set of participants. The general format
for both years was the same. The inservice experience consisted of a
formal workshop/lecture component and a concurrent practicum component.
The practicum component was modified for the second year and will serve
as the focus for this study.
In the formal workshop/lecture segment of the program, participants
in three school districts were provided with fifteen workshops over a
period of thirty weeks. The general content for the workshops was
specified in the federal proposal and focused on the educational assess-
ment of exceptional children.
Each class meeting was two and one-half hours on a particular day
4at the end of the regular school program. The program began in
October, 1975 and ended in May, 1976. Three credit hours were awarded
at the completion of the course.
The practicum component provided participants with a number of
classroom visitations by a member of the project staff. Each partici-
pant selected two children they perceived to have special needs and
for assignment purposes, focused on these children throughout the year.
Three credit hours were awarded to each teacher who successfully com-
pleted the practicum.
All participants in the program enrolled for both segments of the
program for a total of six credits. Students were awarded a letter
grade of either A, B, C, or F for the workshop segment and were told
prior to the first practicum visit that they would receive a Pass for
the practicum component.
Significance of the Study
This research would have significance from two dimensions. Initially,
it will provide a measure for attitudinal changes towards mainstreaming
by regular classroom teachers. Secondly, the study will provide data
and information regarding the characteristics of an inservice teacher
training program which could have a wide impact on the process or strategy
of mainstreaming.
In each of these dimensions, direct influence on educational practice
can result. Certainly, regarding the integration of special needs children
in rural school districts throughout South Carolina, the information in
this study can be useful in terms of justifying and designing additional
inservice experiences.
5Finally, the evaluation procedures themselves could be validated
and serve as a useful guide to inservice innovators in areas other
than mainstreaming.
The principle assumption throughout this study is that an inservice
teacher training program can be designed to contribute in a critical way
to the improvement of the quality of learning for many special needs
children in the mainstream of the school program.
Outl ine
Statement of Problem
What effect does an inservice practicum experience designed for
regular elementary school teachers in three rural school districts in
South Carolina have on their attitudes towards mainstreaming special
needs children into their classrooms?
As part and parcel of this problem, this study hopes to determine
those aspects of the practicum experience which reinforce or do not
reinforce participant confidence when working with mainstreamed special
needs children.
This term "attitude" is defined as the social distance an inservice
participant wants to maintain between himself and a variety of types and
degrees of handicapping conditions. In an effort to determine the effect
of the practicum experience on teacher attitude toward special needs
children, the following hypotheses were generated:
Hypothesis I . Attitude gains of participating regular classroom
teachers in the three school districts will not be significantly greater
than those for the control group of nonparticipating teachers on main-
streaming children with mild disabilities.
6Hypothesis II . Attitude gains of participating regular classroom
teachers in the three school districts will not be significantly greater
than those for the control group of nonparticipating teachers on main-
streaming children with moderate disabilities.
Hypothesis III . Attitude gains of participating regular classroom
teachers in the three school districts will not be significantly greater
than those for the control group of nonparticipating teachers on main-
streaming mentally retarded children.
Hypothesis IV . Attitude gains of participating regular classroom
teachers in the three school districts will not be significantly greater
than those for the control group of nonparticipating teachers on main-
streaming emotionally disturbed children.
Hypothesis V . Attitude gains of participating regular classroom
teachers in the three school districts will not be significantly greater
than those for the control group of nonparticipating teachers on main-
streaming children with learning disabilities.
The practicum refers to that portion of inservice efforts which
focuses on the field situation which was supervised through four con-
sultation visits with each participating teacher. To a large extent, the
content of the practicum was negotiable between instructor and teacher.
The practicum format included an initial diagnostic and assessment
phase in which both parties sought to define a problem, develop a tenta-
tive hypothesis and a mutually acceptable course of action.
The second phase of the practicum included developing specific
procedures to bring about the desired changes. This involved:
1. exploring strategies for individualizing instruction.
72. determining what instructional alternatives are in
keeping with a participant's teaching style.
3. refining at least one alternative so that it is an
integral part of the participant's teaching repertoire.
The practicum also involved an analysis of certain success exper-
iences the participants were having in an effort to reinforce teacher
confidence when working with children who have special needs.
Rogers (1974) maintains that it is often the teacher attitudes and
feelings rather than his/her instructional orientation which is important
in helping others. An attitude is usually thought of as having three
components: an affective component, which consists of the individual's
feelings about the attitude object; a cognitive component, which is the
individual's belief or knowledge about the attitude object; and a be-
havioral component, which is the individual's predisposition to act toward
the attitude in a particular way. This study will focus primarily on
the affective dimension as it relates to mainstreaming.
Key questions are as follows:
1. How has the practicum affected participant
attitudes towards the mainstreaming of children
who are perceived to be either mildly or moder-
ately learning disabled, mentally retarded or
emotionally disturbed?
2. Did the practicum have a differential effect
in each of the three school systems?
3. Under what conditions was the practicum par-
ticularly appropriate?
8Delineation of Research
Sample Population
The study will focus on 49 regular classroom teachers who partici-
pated in the project. The participants represent three rural school
districts in South Carolina. Most participants are elementary school
teachers and have had no formal training in special education. Each
teacher has a minimum of two special needs children in his/her class-
room for a majority of the day.
Treatment
This study will focus on the practicum component of the inservice
experience. More specifically, a process of consultation has been for-
mulated and implemented progressively throughout the practicum. The
researcher hopes to examine some of the behavioral consequences of atti-
tude change that resulted from the practicum experience. The following
points will be investigated as they relate to the study's hypothesis:
1. Have the participants' attitudes towards their "main-
streaming problems" changed over the period of the
practi cum?
2. If changes have occurred in the participants' atti-
tudes, has there been a potentially related change
in teaching style since the first practicum visit?
3. Can participants relate specific ideas and feelings
gained during or following the practicum sessions that
have given them confidence in teaching children with
special needs?
9Measures that the treatment occurred will include periodic question-
naires on the quantity and quality of the treatments.
Instrumentation
The Rucker-Gable Educational Programming Scale (RGEPS) is the key
instrument being used in this study to measure attitudinal change. The
RGEPS provides information on a respondent's attitudes toward, knowledge
of, and appropriate placement for three types and degrees of handicap-
ping conditions. Included are mild, moderate, and severe handicaps, as
well as mental retardation, emotional disturbances, and learning disa-
bilities. The instrument is a standardized classroom integration inven-
tory and was used to measure the social distance a teacher wants to
maintain between himself/herself and a variety of types and degrees of
handicapping conditions. In addition, the attitude scores can be regard-
ed as a measure of the respondent's willingness to move certain handi-
capped children closer to the mainstream of education.
Analysis of Data
All participants in the three school districts were administered
the RGEPS on a pre- post test basis, along with an appropriately matched
group of regular classroom teachers who had not participated in the prac-
ticum. The results will be analyzed by comparing the mean pre- post test
gains of the three experimental groups with those of the control group to
determine what statistically significant gains on the attitude dimensions
can be attributed to the treatment.
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Limitations of the Study
As stated earlier, the initial sample for the research proposed
here is made up of three school districts who comprise the central
section of South Carolina. This provides the researcher with a limited
variety of districts. It should also be noted that the reasons for
teacher participation in this program include: self-enrichment, acqui-
sition opportunity for a salary increment, alleviation of specific
problem situations and many others. In some cases, it is a combination
of a number of factors; and, therefore, in terms of motivation, the
participants are in no way a homogeneous group. More importantly, how-
ever, this researcher cannot account for all factors which are affecting
participants' attitudes toward mainstreaming.
Definition of Terms
Consultation
The process of bringing together and encouraging of communication
between the instructor and the practicum participant. As contrasted to
supervision and guidance, it is not totally an advisory process but
recognizes the contributory role of all those involved.
Emotional Disturbance
Refers to children who for a variety of reasons have constituted
behavior problems. They are usually excessively aggressive, withdrawn
or both.
1. Mild - Children with minor behavior disorders or adjust-
ment problems who disrupt or do not benefit from the
teacher's instructional programs.
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2. Moderate - Children with behavior disorders which require
the services of a psychologist or other appropriate pro-
fessional .
Exceptional
Any child whose physical attributes or functioning deviate from
the norm sufficiently to evoke or require differential interpersonal
or environmental responses or arrangements. For the purpose of this
study, the terms exceptional, disabled, handicapped and special needs
will be used interchangeably.
Learning Disabled
Refers to a specific retardation or disorder in one or more of
the processes of speech, language, perception, reading, spelling,
writing or arithmetic (Kirk, 1972).
1. Mild - a child who exhibits a minor but consistent per-
formance discrepancy in one or more academically related
area.
2. Moderate - a child who exhibits a performance discrepancy
of significant magnitude in one or more academically re-
lated areas. These children usually spend part of their
day in a resource room.
Mentally Retarded
Children with sub-average intelligence associated with the impair-
ment of adaptive behavior who, prior to mainstreaming efforts,
have
usually been placed in special self-contained classrooms for
a major
12
part of the school day (Kirk, 1972).
1. Mild - refers to slow learners (IQ range 75-90).
2. Moderate - refers to the "educable"mentally re-
tarded (IQ range 50-75).
Mainstreaming
The instructional and social integration of eligible exceptional
children with normal peers, based on an ongoing and individually deter-
mined education planning and programming process.
Regular Classroom Teacher
For the most part, an elementary school teacher who is responsible
for the instruction of a somewhat heterogenious group of children in a
variety of subject areas.
Special Needs
Refers to a child who, because of adjustment difficulties arising
from intellectual, sensory, emotional, or physical factors, cerebral
dysfunctions, perceptual factors or other specific learning disabilities,
is assumed to be unable to progress effectively in a standard school pro-
gram (Regulations for the Implementation of Chapter 766).
Treatment
The set of interacting variables that describe the inservice prac-
ticum.
Overview of Dissertation
The dissertation will consist of four additional chapters. Chapter
Two will include a review of the relevant literature relating to the
13
problem under consideration. A discussion as to what constitutes an
effective inservice experience will be followed by an examination of
variations on the theme of mainstreaming concluded by a review of
inservice programs directed at helping regular classroom teachers
work more effectively with special needs children.
Chapter Three will include a detailed description of the practi-
cum design and an examination of student perceptions related to the
treatment. A description of the methodology used in the study will
then be discussed in terms of participant characteristics, criteria
of attitude change, instrumentation and procedures for analyzing the
data.
Chapter Four will report pertinent findings related to the origi-
nal hypothesis and summarize significant results.
Chapter Five will include a discussion of the results, recommenda-
tions for further research and general conclusions.
The instrument and questionnaires used in this study will appear
in Appendix A through D.
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CHAPTER II
REVIEW OF THE LITERATURE
The review of the literature will be organized into four major
sections. The first section will include an overview of the concept of
teacher inservice education. A discussion relating to the effectiveness
of an inservice experience will then follow.
The second section will define the concept of mainstreaming and
consider inservice needs that develop from integrating handicapped
children into the regular school program.
The third section examines the research on teacher attitudes
toward exceptional children and concludes with a survey of inservice
programs in special education for regular school teachers directed
toward mainstreaming.
The fourth section distills and reviews the major findings of the
combined bodies of literature.
Inservice Education
The primary focus of teacher inservice education seems to be to
enhance the quality of instruction in the schools through modifying the
attitudes, behaviors or performance of the staff. Approaches ranging
from professional conferences, university courses, institutes and
school -based workshops have been attempted over the years (Asher, 1967;
Filep, 1970; Harris, 1969; Lipitt and Fox, 1971; National
Commission on
Teacher Education, 1965; Rubin, 1971; Tyler, 1971; Westby-Gibson,
1967).
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Numerous objectives have been suggested. Plank (1960) surveyed
educators responsible for inservice education and summarizes their con-
cerns as follows:
To help with the progressive development of teachers as pro-
fessional persons.
To assist teachers in the identification of problems and
methods of solving the problems.
To develop the teachers' personal abilities in understanding
educational objectives, in working in curriculum development,
and in improving the instructional program.
To encourage teachers in improving teaching techniques and
in understanding children.
To increase the teachers' vision or horizon in relation to
educational problems; to help each teacher to reach his
highest potential as a self-dependent, creative, professional
person.
To work cooperatively with all school districts in the
development of leadership and the carrying out of in-service
education programs.
To furnish services to smaller school districts which lack
necessary leadership for in-service education, (p. 43)
The previous list indicates the importance of inservice education.
Conant (1963) has stated that rarely has the need for inservice educa-
tion been disputed. It is in the area of operationalizing many of these
nobel and worthwhile objectives that educators begin to run into
trouble. There is little consensus on what activities or mix of learn-
ing experiences constitute an effective inservice program.
There are numerous undercurrents affecting the state of inservice
education in the United States (Edelfelt, 1971). More than a brief
description would be beyond the scope of this dissertation. These
themes include:
16
1. The level of teacher dissatisfaction with traditional
inservice training programs.
2. The growing influence of teachers' professional organi-
zations.
3. The development of long-term, field-based inservice
efforts and the movement away from short-term, univer-
sity based workshops.
4. Expansion of staff development programs where a
majority of school staff are involved in similar in-
service efforts.
5. The formation of a popular alternate delivery system
for inservice training such as the regional and/or local
instructional resource center. There has been a rapid
growth of the instructional resource center movement in
the United States, and teacher response to the centers
is very positive.
6. Collaboration among school systems, professional
organizations and universities have often resulted in
more viable inservice efforts.
These factors undoubtedly have all contributed to variations on
the theme of inservice education. However, the question of what con-
stitutes an effective inservice effort is far from being resolved. A
brief discussion of the problem follows.
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Effectiveness of Inservice Education
A great deal of dissatisfaction with practices in inservice educa-
tion is expressed throughout the literature. Ruben (1971) summarized
the views of several authorities at a symposium for inservice education
and concluded:
I concur with most of the arguments presented by my col-
leagues: Inservice teacher education has indeed been virtually
a lost cause. ... Inservice programs are characterized by an
aggregate of incidental activities, sporadic in occurrences,
lacking in purpose, unorganized in structure and unsynchronized
within the framework of a school district's total operation.
(p. 245)
Edelfelt (1971) agrees with the assessment that inservice education
has been inadequate. It has not met teacher needs and has been pursued
as an adjunct to a full-time job. Other researchers have expressed
similar concerns.
Goodlad (1970) completed a study of 67 schools and revealed a for-
midable gap between the inservice activities of teachers and the impor-
tant problems of schools as mentioned by teachers.
We found few instances of planned faculty attack on the vast
array of problems identified by the staff as critical. In
only four schools was there anything resembling a critical
mass of personnel engaged in systematic planned attack on
these problems, (pp. 65-66)
Shannon (1969) states that too often educators are involved in
inservice activities that they perceived to be irrelevant to their needs.
A survey of 1200 teachers conducted by Filep (1970) in northern Califor-
nia revealed that a majority of respondents felt the most effective way
to improve inservice education was to provide inservice training
that is
more directly related to the teachers jobs.
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The importance of making inservice education responsive to indivi-
dual needs also requires consideration of teacher competencies, school
environments, and student populations. These conditions prompted
Rubin (1971) to recommend the inclusion of varied activities in inservice
programs.
One of our crucial problems is to invent procedures through
which professional growth can be personalized, allowing
teachers to cope with their own idiosyncratic needs, to begin
at their own level of sophistication, and to progress at
their own optimal rate. (p. 250)
The literature indicates a growing concern on the part of educators
to shift toward more practical inservice programs. The concept of the
workshop inservice program became the key vehicle for inservice educa-
tion and was the focus of the 56th yearbook of the National Society of
the Study of Education (In-Service Education, 1957). In this yearbook,
inservice education is described as a cooperative activity of planned
programs in contrast to the various activities in which teachers might
independently engage in order to improve themselves. The importance of
cooperative inservice efforts has been further reinforced by Pilcher
(1973), who suggests a "partnership" between consultants and teachers
where both respect the expertise of the other. Prerequisites to an
effective inservice effort often involve:
1. viewing teachers as educational colleagues, and
2. including teachers in designing and planning inservice
training in order to assess and meet their needs.
There is a present trend by universities and public schools to
work together on field-based inservice education programs with direct
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applications in the field (Pasch, 1974; Stowitschek and Hofmeister,
1974; Volker and Simonson, 1974). Despite such trends, a great deal of
dissatisfaction is expressed on the part of many inservice participants.
An examination of elementary school teachers' perceptions by
Rubin (1971) indicates that:
In-service education has a bad reputation among teachers. For
nearly half a century American teachers have been required to
attend courses throughout their working careers. Too many of
these classes have been spiritless time-fillers. Instead of
promoting educational change and teacher renewal, in-service
courses have tended to increase teacher resistance to new
methods and concepts, (p. 27)
These negative perceptions on the part of program participants is
often the result of poor inservice guidelines. Reed and Rindone (1975)
suggest that all inservice efforts should include guidelines stating:
1. "A rationale for the program: including the goals;
the relationship of the goals to the components used,
such as learning experiences; learning theorie(s)."
(p. 1)
2. A discussion of how the participants are involved in
the development and implementation of the program.
3. A review of the site and nature of the learning
experiences.
4. A description of program evaluation.
5. An examination of fresh approaches to inservice edu-
cation.
These ideas are reinforced by Houmes (1974) who states that the
goals, purposes and desired performance outcomes be specified in clear
and concise terms and suggests that "idea sharing" is a major requisite
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in developing a change oriented inservice training program.
Despite many of the shortcomings discussed, there are numerous
clues to be found in the literature pertaining to the development of
effective inservice programs. They are that:
1. The inservice education of teachers should bear directly
upon the problems they encounter in their work.
2. Teacher inservice should emphasize instructional alter-
natives rather than mandatory methods.
3. Teachers should have the opportunity to analyze and
evaluate the consequences of their teaching whenever
possible.
4. Follow-up sessions should occur throughout the year to
ensure transfer of skills into the schools.
5. Teachers should be involved in the identification and
articulation of their own training needs.
6. Effective inservice education should be characterized
by the participants' ability to make rational choices.
7. Inservice activities should go beyond the mere mastery
of teaching techniques and deal with attitudes, beliefs,
and values.
This researcher has attempted to implement many of these suggestions
into the inservice effort under investigation in this study.
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Mainstreaming
The Concept
. Throughout the nation, state governing bodies
(Massachusetts, 1974) and educators (Lilly, 1970; Christopolis and
Renz, 1969) are suggesting new program options for exceptional children.
The concept of mainstreaming is central to a majority of the proposed
alternatives.
According to Chaffin (1974), the emphasis on mainstreaming programs
for the majority of children with special needs was brought about by:
1. The results of research negating the effectiveness of
special classes for the mildly handicapped.
2. The awareness that many of the diagnostic issues for
identifying special needs children were culturally
biased, which often resulted in inappropriate diagnosis
and placement of children into special classes.
3. The realization on the part of special educators that
the effect of labeling a child may be more debilitating
than the diagnosed handicap.
4. Court litigation in special education related to the
placement practices and right of children to appro-
priate educational treatment, (p. 1)
Although the term mainstreaming permeates much of the recent
literature relating to the aforementioned topic, a precise definition
of the term remains elusive. A few definitions will illustrate the
complexity of providing an adequate conceptual framework.
Mainstreaming is often considered in the light of instructional
alternatives. Kufman (1975) defines the term as follows:
Mainstreaming may be regarded as a range of administrative
and instructional options available as part of the compre-
hensive educational services provided for retarded children.
It has not evolved as a single option but as a range of
instructional directives as well as an array of organiza-
tional arrangements and staff utilization patterns.
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Included in the above definition is the concept of the least restrictive
alternative which implies that among all alternatives for placement
within a general education system, exceptional children should be placed
where they can obtain the best education at the least distance from the
mainstream of society (Reynolds, 1962).
Also implied in Kaufman's definition is that the special needs child
should neither be isolated from the regular class activities nor be
required to perform beyond his level of ability. To operationalize this
idea, Reynolds (1962) formulated a "cascade" system. This administrative
model for special education delivery provided a wide variety of services
in a number of alternative settings.
The system (See Figure 1) begins by assuming that the greatest
number of handicapped children can be serviced in ordinary schools with
little change in existing programs. Gradually, with each level away
from the normal setting, a smaller number of students is provided with
a greater number of resources and services, until in the residential
hospital, the highest level of care, the fewest children use the most
expensive resources.
The cascade system does not represent the ultimate special educa-
tion program but rather serves as a standard for devising a total
program tailored to the individual needs of each student.
Another dimension to mainstreaming relates to the actual integration
of special needs children into the regular school program. Gottlieb
(1975) states:
Mainstreaming refers to the temporal , instructional , and
social integration of eligible exceptional children with
SEVERITY
FIGURE 1
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CONCEPTUALIZATION OF ADMINISTRATIVE
ARRANGEMENTS FOR SERVING
HANDICAPPED CHILDREN
Source: M. C. Reynolds, "A Framework for Considering
Some
Issues in Special Education," Exceptional Chi ldren.,
1962, 28, p. 368.
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normal peers based on an ongoing, individually determined,
educational planning and programming process and requires
clarification of responsibility among regular and special
education administrative, instructional, and supportive per-
sonnel. (p. 2)
The key concept for the design of inservice education derived from this
definition is that of instructional integration. This is the extent to
which the special needs child shares in the instructional program of the
regular class. According to Gottlieb, this occurs:
1. when there is compatibility between the child's needs
and the learning opportunities available in the regular
classroom.
2. when there is compatibility between regular and special
education personnel so as to provide for an appropri-
ately coordinated educational program.
3. when there is compatibility among the child's learning
characteristics and education needs, and the regular
classroom teacher's ability and willingness to modify
his/her instructional practices.
In order to bring about these changes and provide more effectively
for exceptional children in the "mainstream," inservice programs have
been initiated throughout the nation. Grosenick (1972) observing this
phenomenon, warns educators that meager information exists with regard
to process, procedures, or techniques for such integration. She suggests
that we should begin by generating key assumptions associated with main-
streaming and then by designing appropriate learning experiences.
The Boston public schools (Larkin, 1973) have listed assumptions
associated with the integration of special needs students into the
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regular school program. They are that:
1. Separate classes for handicapped students have not proven
more effective, more educationally beneficial, more
psychologically healthy or more efficient economically or
administratively for special or^ regular students, teachers
or administrators.
2. The manner in which "atypical" children are separated from
"typical" children is not_ credible and is inherently part
of the organizational, philosophical and efficiency crisis
confronting large city school systems.
3. Labels, such as mental retardation, emotionally disturbed,
etc., are counterproductive, tell us very little that is
useful for training and educational planning, concentrate
on one aspect of a complex problem, are associated with
negative expectations, generally tend to stereotype and
stigmatize and infer a child-based responsibility for
failure.
4. The majority of handicapped children now, as in the past,
are educated in regular classrooms by regular teachers.
5. Highly specialized techniques such as braille, mobility
training, special methods of language acquisition for
the deaf, etc., are needed by only a small proportion of
handicapped children.
6. Most special education intervention strategies apply to
handicapped and non-handicapped alike. The universal
principles of learning apply to all.
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7. The typical school building staff, properly equipped,
in terms of materials, space, staff development oppor-
tunities and administrative support, can work effec-
tively within the building with most children with spe-
cial needs.
8. Additional staff and additional funds are not the
essential problems. Mainstreaming infers a systems
re-organization whereby existing personnel can be more
effectively integrated and utilized. The essential
problem is the character of the traditional interface
between regular and special education.
These assumptions have been reflected by recent administrative and
legislative change (Weintraub, 1972; Hewett, 1974) and reinforced by
articles directed towards the issues of labeling and segregation of the
special needs child (Warfield, 1974) and supported by research refuting
the efficacy of special class placement (Dunn, 1968).
Mainstreaming, as defined in this dissertation, represents a
challenge to the regular classroom teacher. It requires a number of
changes on the part of teachers and school systems. Included are:
1. The removal of all category labels pertaining to the
handicapped, and replacing them with blanket designa-
tion as "child with special needs;"
2. The development of a comprehensive process for
evaluating and identifying learner needs, and the
concept of an educational plan based on those needs;
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The provision of a sequence of educational options for
all children with special needs and a commitment to the
principle or inclusion of all pupils in regular educa-
tion programs to the fullest extent possible.
Inherent in the implementation philosophy of the aforementioned
ideas are profound implications for the regular classroom teacher. Such
ideas require new conceptualizations regarding variance in learning
styles. Teachers are expected to demonstrate a new range of competencies.
They must be able to recognize learner needs; attempt to modify regular
programs to meet those needs; and when that fails, refer the child for
an evaluation. In addition, teachers are now major participants in the
evaluation process, providing input regarding the child's educational
status and learning/behavioral strengths and weaknesses.
Chaffin (1974) suggests that regular classroom teachers are far from
enthusiastic about mainstreaming. A number of teacher concerns demand
further investigation.
1. What new skills should be acquired?
2. What effect will the handicapped students have on other
children in the classroom?
3. Will proper placement procedures be adhered to or will
all special needs children be dumped in the regular
classroom?
4. How will parents react to mainstreaming?
5. Who is accountable for the education of the special
needs child?
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6. Will the teacher have to make major modifications to his/
her classroom?
7. Will the teacher have to modify his/her teaching style?
8. What new resource materials will be made available to the
regular school teacher?
9. Are new modes of collaboration among professionals now
required and what interpersonal problems could arise?
Unfortunately, despite mainstreaming mandates, few of these problems
have been researched. All these teacher concerns will undoubtedly affect
attitudes toward mainstreaming. One approach to resolving some of these
questions is through inservice education.
If one assumes that teachers' attitudes toward children with
special needs reflect their willingness to modify their instructional
practices, then some vehicle will have to be designed to modify or nur-
ture certain beliefs.
Inservice Needs Relating to Mainstreaming
Recent trends in the field of special education have been charac-
terized by a movement away from the placement of exceptional children
into isolated, self-contained special classrooms and towards the inte-
gration into the "mainstream" of general education (Deno, 1973). Such
trends have been encouraged by the development of inservice training
programs in special education for regular classroom teachers.
Birch (1974) contends that the movement towards mainstreaming
handicapped children into the regular classroom environment will encoun-
ter serious difficulties unless the regular classroom environment is
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ready to satisfy the academic and behavioral differences of the excep-
tional child and suggest that inservice training can be one way to
ensure that these individual needs are met.
Despite the implementation of a variety of instructional alterna-
tives for exceptional children, a more critical problem remains unre-
solved, namely what happens to the regular school teacher in the
integrated classroom (Deno, 1971). A major factor that has affected
mainstreaming children has been the attitude of regular school teachers.
Many teachers are unprepared or unwilling to meet the academic and
social needs of the exceptional child (Alderman, 1976).
As the impetus for mainstreaming increases, the issues of restruc-
turing the regular classroom environment and improving the regular
classroom teacher's knowledge, skills and attitude toward the education
of exceptional children become critical (Birch, 1971).
The National Education Association has devoted an issue of
"Today's Education" to mainstreaming (April, 1976). Inservice education
was considered to be a top priority for implementing any project to
integrate special needs children in the regular school program.
The training of regular educational personnel to deal
effectively with handicapped children is seen as a national
priority in education today, because the majority of the
nation's handicapped children and youth now, as in the
past, are educated in regular classrooms by regular
teachers. Further, educational personnel with special
training in and competencies for working with the handi-
capped are in short supply and, in all probability, will
continue to be so. (p. 19)
A number of suggestions reinforce this statement.
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Lewis (1973) has suggested that the cirriculum system in regular
classrooms must be flexible enough to meet the individual needs of
exceptional children. He stresses that curriculum development should
be emphasized with inservice training. Wiegerink (1971) has advocated
staff development programs to improve the competencies of teachers
currently teaching handicapped children in regular classrooms.
Chafin (1974) has suggested that no mainstreaming effort should
be attempted without serious attention given to providing systematic
inservice education to both regular and special personnel.
Deno (1971) has specified that better coordination of regular and
special education services is of critical importance. She believes
that inservice training holds a critical position in this coordination
effort and is concerned with identifying promising inservice strategies.
Mann (1973) has emphasized the need to train experienced classroom
teachers to work with special needs children through a learning problems
approach. He is deeply concerned with the special needs of the educator
and suggests:
In short, we must individualize growth experiences for
teachers, principals, and school "systems" as well as for
children! If growth experiences are to be meaningful, lasting,
and important, they must "belong" to the learner, not be
"imposed" by someone else. (p. 17)
Berry (1972) is asking educators in a variety of elementary schools
to determine what they see as their personal needs as well as what they
see as the pupils' needs. If inservice is to be effective, the partici-
pants must identify their own resources, their personal and group
strengths.
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All these proposals strongly suggest the need for additional
inservice training for regular classroom teachers is important if those
children with special needs are to be taught successfully in the main-
stream of education.
Attitude Change
Mainstreaming options for school districts in this study included
a continuum of education programs for special needs children ranging
from placement into the regular classroom to placement in a full-time,
isolated special education program. Where teachers chose to place a
child on a continuum of program options was defined as a measure of
their attitude toward special needs children. Attitude can, therefore,
be thought of as a measure of the social distance a teacher wants to
maintain between himself and a variety of types and degrees of handi-
capping conditions. Changes in attitudes about mainstreaming can in
part be determined by the teacher's desire to move mentally retarded,
emotionally disturbed and/or learning disabled children who are either
midly, moderately, or severely handicapped closer to the regular class-
room.
An attitude about mainstreaming is defined as a relatively enduring
organization of beliefs about children with various degrees and types
of handicapping conditions predisposing a teacher to accept or reject
these children into the regular school program. It is assumed that a
number of separate beliefs about mainstreaming contribute to form an
attitude. In addition, an attitude about mainstreaming has cognitive,
affective, and behavioral components.
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A cognitive basis for the attitude is the knowledge possessed by a parti-
cipant with varying degrees of certitude about what is true or false,
good or bad, desirable or undesirable as it pertains to the various
handicapping conditions.
This is combined with an affective dimension which assumes that
particular beliefs are capable of arousing certain feelings of various
intensities generated around the concept of mainstreaming.
Finally, a response disposition could lead to some action when
suitably activated. This could involve teachers making modifications
in their instructional program to accommodate special needs children.
The independent manipulation of cognitive, affective, and behavioral
components was beyond the scope of this study.
The literature in social psychology suggests that attitude change
is a complex phenomena affected by a host of interrelated variables
(Trandis, 1971; Cohen, Arthur, 1964; Hovland, 1960; Insko, 1967;
Rokeach, 1968).
Cohen (1964) has distilled much of this literature and some of his
findings are particularly pertinent to this study. The research re-
viewed indicates:
1. Two-sided communication is often more effective than
one-sided communication in bringing about attitude
change. This finding applies primarily to well-
educated people. Every effort was made by the consul-
tant to consider the pros and cons of mainstreaming.
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2. The effect of stating a conclusion or decision is more
effective when reached independently by the partici-
pant. Teachers were encouraged to generate their own
solutions to certain problems they were facing as a
result of working with special needs children.
3. The order of presentation is important in changing atti-
tudes. This implies that a consideration of the parti-
cipants' needs when working with handicapped children
should precede any information given by the consultant
to solve particular problems. Attitude change is also
more likely to occur when a communication more highly
desirable to the teacher is presented first then
possibly followed by a less desirable one. The focus
of the practicum was on isolating participants' assets,
designing appropriate learning experiences and then
providing positive feedback.
4. The degree to which defensive reactions occur when
emotional tension is strongly aroused influenced atti-
tude change. Many participants were required to teach
special needs children who were placed in the classroom
at someone else's discretion. These teachers, at
times, had a great deal of difficulty coping with cer-
tain children and often expressed negative feelings
toward mainstreaming. Changes in attitudes towards
certain handicapping conditions only occurred when a
teacher became more confident and successful in working
with particular children.
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5. The expectation of disapproval and approval has been
considered a major incentive in attitude change. Every
effort was made to provide a student with experiences
that would enhance his/her self-esteem. Negative criti-
cism was seldom a part of the consultation process.
There are many other factors which can affect attitude change.
The following were not directly investigated in this study.
6. Attitude change can be affected by the characteristics
of the communicator. This includes such variables as
personality, credibility and the amount of change
advocated.
7. The individual differences of teaching are also vital
when considering attitude change. Perhaps certain
personality types are more amenable to accepting main-
streaming. In addition, such variables as a person's
self-esteem, need for conformity and social isolation
will affect attitude modification.
8. Environmental or organizational factors affect atti-
tude change. Such dimensions as the uniqueness of
the school setting, freedom to innovate and teacher
decision-making options all affect attitude change.
There are undoubtedly numerous factors other than the treatment
which affect attitude change toward mainstreaming. The
complex inter
action among these variables will be discussed in the final
chapter.
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Teacher Attitudes Toward the Exceptional Individual
Attitude change as it relates to teacher expectations and the per-
formance of the mentally retarded was discussed by Dexter (1958). He
examined this exceptionality from the social role viewpoint, rather than
from a deficiency construct. Dexter maintained that much of the
retardate's behavior is determined by the expectations of others. He
states that:
a person responding to a retarded individual is likely to
be responding not only in terms of the actual differences
between them, but also in terms of his set of attitudes
and beliefs as to what the retarded should be like. (p. 23)
Dexter believes that individuals placed in special classes seemingly
because of their low intelligence are treated as if they are a homo-
geneous group. He found that children with physical, neurological and
speech problems are likely to be placed in classes for the retarded.
Yuker (1965) noted that teachers with negative attitudes toward
certain exceptionalities tend to avoid interaction with this group. He
further observed a tendency for such persons to assign the disabled
class status and attribute to them presumed class characteristics.
Jones (1969) investigated the structure of attitudes toward
exceptional individuals using hierarchical factor analysis. The
subjects were 132 men and 132 women college students who completed a
78-item social distance questionnaire which included six interpersonal
situations and 13 categories of exceptionality. He concluded that:
Support for a hierarchical structure of attitudes towards
the exceptional was demonstrated. A major finding was
that there is a common set of attitudes toward the disabled
which cuts across categories of disability and interper-
sonal situation. Out of this general factor was differen-
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tiated a number of factors specific to exceptionality and/or
interpersonal situation.
In general the results suggest that in the attitudinal
domain, exceptionalities are perceived not nearly so dis-
cretely as current categories indicate, (p. 27)
All these studies seem to indicate that there is often a common set
of attitudes toward the handicapped which cut across disability cate-
gories. Teacher attitudes pertaining to the integration of handicapped
children have been investigated within the context of conventional grade
organization patterns in elementary schools.
Shotel
,
Iano and McGittigan (1972) designed a study to determine
how a program for integrating handicapped children into regular classes
with supportive resource room services would affect the attitudes of
regular class teachers towards handicapped children. The attitude
dimensions considered were:
1. Integration of handicapped children into regular classes
with supportive resource room services.
2. The academic and social potentials of handicapped
children.
3. Their own competencies to teach handicapped children.
4. The need for special methods and materials in teaching
handicapped children, (p. 678)
Children were assigned to resource rooms for one hour a day to
half a day, depending upon their needs. Three control schools were
matched with the experimental schools. Each had at least two self-
contained special classes. The subjects in the study represented six
elementary schools located in Philadelphia, Pennsylvania. Three schools
were involved in the first year of an experiment resource room program
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which involved disbanding the self-contained special classes for
emotionally disturbed and educably mentally retarded children by
assigning the children to regular classrooms. These children were
those eligible for referral to a resource room in the school.
A thirteen-item, yes-no questionnaire was designed to elicit
teachers' attitudes toward:
1. placement of handicapped children into regular classes
with resource room support,
2. potential of handicapped children for normal academic
achievement,
3. potential of handicapped children for normal social
adjustment,
4. their competencies for teaching handicapped children,
and
5. the need for special methods and materials in teaching
handicapped children, (p. 630)
The questionnaire was administered at the beginning and end of the
school year.
The results of the study indicated slight to moderate effects on
teacher attitudes and raised questions concerning the feasibility of
integrating educable mentally retarded children into regular classes in
schools utilizing the conventional grade organization patterns. The
authors conclude:
It is possible that, when there is a planned increase in
integration of handicapped children into regular classes,
certain additional strategies should be considered for
encouraging success and confidence among regular class
teachers. Inservice workshops on methods and techniques
for working with the handicapped, the opportunity to observe
in resource rooms, and provisions for intensive communica-
tion and interaction among resource room and regular class
teachers might considerably affect teachers' attitudes and
the success of the program, (p. 633)
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There was uncertainty among the teachers concerning the need for
special methods and materials. The authors felt that this may represent
an obstacle in the integration of handicapped children since it is
unrealistic to expect these teachers to accept with confidence major
responsibilities for teaching these children. The integration program
with resource room services, apparently supported and increased teacher
optimism primarily for emotionally disturbed and learning disabled
children.
The difference in attitudes between specialists and generalists
has also been investigated. A comparison study of attitudes among stu-
dents in special and regular education by Green and Retish (1969) was
designed to investigate the possible differences in attitudes between
regular education and special education students. The Minnesota Attitude
Inventory was administered to the total population. There were no sig-
nificant differences found between the groups. The authors feel this
indicates a need for a deeper understanding of how specialized training
in acquiring certain skills affects attitude change. The authors suggest
that there is danger involved in searching for gimmicks, cure-all
techniques for special needs children rather than focusing on teacher
attitudes. The authors finally question whether teacher attitudes are
necessarily influenced by the curriculum under which they are trained.
Training appeared an unrelated factor to forming attitudes.
Other studies have investigated the relationship of course content
to attitude change. Wilson and Alcorn (1969) studied the relationship
between simulated disability for an eight-hour period and change in
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attitude toward disability. They utilized 80 students in two classes in
Psychology of Exceptional Children. The subjects were randomly assigned
to control and experimental groups. No statistically significant dif-
ferences were reported by scores obtained on the Attitude Toward Disabled
Persons Grid (Yuker, 1966). The authors conclude that their instructional
intervention techniques had no significant impact on changing attitudes.
Inservice Efforts Directed Toward Mainstreaming
Prior to the conceptional ization of mainstreaming, an important
study was conducted by Haring, Cruickshank, and Stern (1958). The authors
investigated the effectiveness of a workshop in special education in
modifying the attitudes of regular educators toward exceptional children.
Four fifteen-session workshops included films, lectures, group discus-
sions, readings, research and practical experiences with handicapped
children.
The content of the workshops included discussions on mental retarda-
tion, orthopedic and neural impairments, academic retardation, speech and
hearing handicaps, emotional disturbance, visual handicaps, giftedness,
and parent counseling. The participants were teachers and administrators
from four schools—one urban, one suburban, one rural, and one parochial-
in and around Syracuse, New York. The three instruments used for col-
lecting data were: The Classroom Integration Inventory, The General
Information Inventory, and a critical incident report. These measures
were developed by Haring (1958).
The Classroom Integration Inventory was the key attitude
measure
and contained 60 items designed to assess teacher acceptance
of excep-
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tional children. This was accomplished through the teachers' selection
of an educational placement for hypothetical children representing ten
different handicapping conditions. The educational placements varied
from the regular classroom with no special assistance to exclusion from
public school. This instrument was administered before and after the
workshop together with The General Information Inventory.
In summarizing the data, the authors indicated that:
1. Initial degree of acceptance (score on The Classroom
Integration Inventory) was independent of the amount
of experience with exceptional children.
2. After the workshop, the teachers and administrators
showed significantly increased acceptance of all areas
of exceptionality described in the items except mental
retardation, behavioral disorders, and special toi-
leting problems.
3. Significant gains were made on The General Information
Inventory independent of amount of contact with excep-
tional children during the program.
The conclusions give credibility to the assumption that teachers'
attitudes toward exceptional children can be made more positive by a
workshop experience.
It has been substantiated that teacher attitudes were modi-
fied as a result of a workshop in the direction of increased
acceptance toward pupils classified as exceptional .... It
appears that their feelings of acceptance and rejection
occurred on an emotional level without a particular regard
to the most effective placement for children with exceptional-
ities. (pp. 128-129)
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The authors also conclude that teachers can become more accepting of
integration on an intellectual level yet make no appreciable change on a
behavioral level. They note that increased knowledge was not found to
be a significant factor in affecting modification of teachers' attitudes
toward exceptional children. In order to increase the effectiveness of
such training, they recommend:
1. The workshop would have been more effective if more
practical experiences with exceptional children had been
planned.
2. Inservice workshops related to special education should
be conducted simultaneously with integration of excep-
tional students into regular classrooms.
3. Workshops should be organized with specific descriptions
of both type and degree of handicapped children to be
studied.
Other research supports Haring's findings that regular classroom
teachers' attitudes toward exceptional children can be made more positive
as a result of an inservice experience.
Lazar (1973) researched the impact of class instruction on changing
students' attitudes. This study was conducted at the California State
University to determine if the utilization of a carefully planned and
systematically applied course of instruction could change the attitudes
of graduate special education students toward handicapped persons. The
focus of the 16-session course was on the handicapped individual as a
person and on the manifestations of disability which could impede learn-
ing and social disability. The three-hour instruction period was divided
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into (a) a one-hour lecture presentation, (b) a 30-minute group discus-
sion, and (c) a 90-minute small (four member) group discussion. The
attitude measurement instruments used in the study were the Attitude
Toward Disabled Persons Scale (Yuker, 1966) and the Preferred Student
Characteristic Scale (Haring, 1958), both of which were taken by the
students before and after the course. The findings of this study support
the hypothesis that an instructor can effect a positive change in the
attitude of his students toward disabled persons through the use of a
well -planned, consistently applied program.
A great variety of inservice modes have been utilized to help
regular school teachers work more effectively with special needs
children. The university summer workshop seems to be the most popular
approach.
Brooks and Bransford (1971) designed a comprehensive training
program for regular teachers who had handicapped children placed in
their classrooms. The participants attended seminars on child develop-
ment, observation and recording behavior, interpretation and evaluation
of observation records, use of educational media and team teaching and
also worked in a laboratory school for practical experience.
This summer institute emphasized training related to individualiza-
tion, sensitivity and understanding toward exceptional children. Alter-
native teaching approaches were explored focussing on integration
strategies. The authors examined the effect of the institute on the
attitudes of regular teachers toward exceptional children. Using a
semantic differential instrument to measure attitude change toward
the
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concept of mainstreaming, the investigator reported that significant
positive shifts occurred in both academic achievement and attitude change
as a result of the institute.
Glass and Meckler (1972) discussed a summer workshop designed to
prepare mildly handicapped children in regular classrooms. The goals
were to equip elementary teachers with diagnostic, remedial, and beha-
vioral management skills. Emphasis was placed on modifying the teachers'
use of authority in the classroom and encouraged greater student respon-
sibility. In addition, increased dialogue between teachers and pupils
relating to classroom decisions and problems were stressed. The focus
of the program was on "greater authenticity, positive regard and empathy
in teacher-pupil interaction."
In the area of attitudes and beliefs, the trainees viewed them-
selves as more competent in their ability to teach mildly handicapped
children in regular classrooms and more attracted to the notion of main-
taining children in regular classes.
The authors felt that (1) specific skills relative to the instruc-
tion of mildly handicapped children can be isolated and taught to elemen-
tary teachers in a relatively short period of time; and (2) functional
preparation with its emphasis on developing and practicing specific
skills in an action-oriented setting may be a more productive approach
to educating elementary teachers in special education techniques than
traditional abstract university courses.
Cooperative inservice ventures involving public schools and univer-
sities are also cited in the literature. Farrer and Guest
(1971) des-
cribe a cooperative instructional service program for
improving educa-
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tional personnel in teaching special education students in the regular
classroom. The training program involved seminars on the intellectual
and emotional development of children, methods of observing and recording
behavior, methods of interpreting observation records for evaluation and
curriculum planning, use of educational media, and team teaching and
planning. An equally important part of the program was practical experi-
ence as a member of a team in the laboratory school. Evaluation of the
program indicated that participants improved their knowledge of and
attitudes toward special education, and their students made significant
gains in achievement.
Short-term, university-based skill building workshops were discussed.
Anderson and Everette (1972) have described a program where regular
classroom teachers participated in an inservice training course about
behavior modification and the management of inappropriate classroom be-
havior. The goal was to upgrade special education service within the
regular class environment. Final program evaluation demonstrated that
teachers became more positive towards behavior modification, and used
more positive statements when interacting with their students.
Experiential/laboratory approaches pertaining to inservice main-
streaming programs were rare. Yates (1973) evaluated a model for pre-
paring regular classroom teachers for mainstreaming. Thirty regular
classroom teachers (K-5) participated in an extensive and continuing
inservice program that used an experiential/laboratory approach. Re-
sults indicated that this approach increased the regular teachers'
knowledge about special education and increased their receptivity toward
the concept of integrating exceptional children into regular classrooms.
45
Literature on inservice efforts incorporating sensitivity training
or human relations training modes was non-existent. Gozali (1967)
stressed the importance of considering teacher expectations in dealing
with special needs children. He suggested that teachers can generate a
self-fulfilling prophecy relating to the impracticability of integration
programs for exceptional children. He suggests modification in pre- and
inservice training programs in the direction of sensitizing teachers to
human beings in general, and toward the exceptional in particular. The
inservice vehicle could be a sensitivity training, human relations
training program. It should be noted that an inservice program relating
to mainstreaming and utilizing these principles has yet to be developed.
A practicum approach designed specifically to help teachers with
mainstreaming problems also appeared infrequently in the literature.
Carlson and Potter (1971) report on the practicum model used for training
teachers of the mentally retarded at the University of Idaho. The pri-
mary purpose was to develop skills in the individual instructor. Desired
competencies included:
1. observation of specific individual behaviors,
2. recording of behaviors,
3. modification of behavior,
4. developing behavioral objectives,
5. developing self-confidence in teaching skills,
6. coordination of materials,
7. tutorial teaching.
The authors noted by using video-tape playback format and by developing
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competency based modules significant changes occurred in skill acquisi-
tion and attitude toward the handicapped.
A number of comprehensive inservice programs directed at helping
regular school teachers work more effectively with special needs children
have been implemented and evaluated. Klinger (1972) describes a compre-
hensive state-wide inservice plan for Texas. The major goals were:
(1) to effect relevant change throughout participating school
systems in order to allow innovative programming for the
handicapped, (2) to develop on-campus leadership and instruc-
tional leaders in the utilization of alternative teaching
strategies for handicapped children, and (3) to develop a
training program model necessary in providing equal educa-
tional opportunities for all students, (p. 18)
The training sequence included summer institutes which were conducted
for both school administrators and regular classroom teachers in coopera-
tion with local universities.
Another dimension of this inservice program involved a continuous
staff development program for regular classroom teachers, special educa-
tion teachers and their principals. They met one-half day each week for
30 weeks in their own schools. These sessions were used to "reinforce
skills during the summer institute, provide time for team planning, and
to develop individualized teaching programs."
A final facet of the program included the utilization of six field
consultants who served as liaison between the project coordinators and
the regular classroom teachers. These staff members functions included:
1. providing direct assistance to project teachers in uti-
lizing specific teaching techniques,
2. directing after school staff development activities,
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3. assisting teachers in implementing learning materials,
4. developing teacher training materials.
Implied in the model was a concern for changing the regular classroom
teacher's attitude concerning the placement of exceptional children in
the mainstream.
Utilizing a similar format, Meisgeier (1973) describes the Houston
Plan, a district-wide effort to personalize the school program to the
individual needs of children. Procedures for training regular classroom
teachers and other professional personnel are "human, technical and con-
ceptual skills and strategies necessary for integrating and maintaining
handicapped children in the regular classroom." These Teacher Develop-
ment Centers allow teachers to observe and participate in simulated
teaching exercised and receive feedback related to their training.
Two studies pertaining to the effectiveness of an inservice effort
in changing teacher attitudes toward special needs children are of par-
ticular interest and relate directly to this dissertation.
Soloway (1974) developed an inservice training program in special
education for regular classroom teachers that was entitled "Train and
Trade." Seventy-four regular classroom teachers, representing kinder-
garten through sixth grade, participated in this study. The model Train
and Trade was designed to offer assistance to the regular classroom
teacher when dealing with handicapped children. The inservice training
program was divided into two major components: (1) a segment that pro-
vided instruction in strategies for dealing with exceptional children
in various instructional settings. This was composed of lecture, dis-
cussion and role playing activities. (2) A practicum format that moved
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the regular teacher into the special classroom for a two-day period.
During this time, the regular teacher observed, interacted and instructed
the exceptional students.
In evaluating the effectiveness of the program, Soloway concluded
that regular teachers without integration experience demonstrated more
favorable attitudes toward integration than those regular teachers who
had had such experiences. He also concluded that the teachers who par-
ticipated in the Train and Trade inservice program demonstrated signifi-
cantly more favorable reactions and attitudes towards the educable
mentally retarded and emotionally handicapped students when compared to
a control group who had not participated in the project.
The primary evaluation instrument was the Rucker-Gable Educational
Programming Scale (1973). This instrument measured the regular teacher's
knowledge and attitudes related to integration of handicapped students
into the regular school program. Soloway feels that a special education
inservice training program can be effective in improving reactions and
attitudes of regular classroom teachers to integration of educable
mentally retarded and emotionally handicapped children into regular
classrooms.
Using a similar design, Shaw and Gill ung (1975) conducted a study
to assess the effectiveness of a college course in improving the attitude
of regular classroom teachers toward maintaining mildly handicapped
children in their classrooms. The experimental group was comprised of
ten regular classroom teachers enrolled in a six-week summer course.
The Rucker-Gable Educational Programming Scale was given to the experi-
mental group before the course began, at the end of the course and three
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months after the course had ended to control on a pre-test basis.
The study was designed to answer the following questions:
1. will regular classroom teachers who volunteer for a
college course on teaching mildly handicapped children
in regular classrooms begin with more positive attitudes
toward maintaining these children in regular classes
than teachers who do not elect to take such a course?
2. will the attitude of the course participants toward
maintaining handicapped children in regular classes im-
prove significantly upon completion of the course?
3. will the attitude of regular class teachers toward
handicapped children be maintained three months after
the class is completed? (p. 3)
The course, "Teaching the Mildly Handicapped Child in the Regular
Classroom," was a three-credit course taught over a period of six weeks
for 75 minutes each day. The class procedures focussed on the use of a
contract system. Students had to meet pre-selected criteria on a series
of assignments in order to get a grade. The course was divided into the
areas of the special education-general education relationship, perceptive
teaching and classroom management. Assignments required practical imple-
mentation of skills in the areas of prescriptive teaching, task analysis,
administrative arrangements, individualized instruction and parent coun-
seling.
The authors drew the following conclusions:
1. Those students who enrolled in the course were initially
similar in attitude to their peers who did not select the
course.
2. Skills relevant to teaching mildly handicapped children
can be taught to classroom teachers in a relatively short
time. These results are from a course which lacked the
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benefits of involvement with children and their parents.
3. Results indicate the maintenance of positive attitudes
toward mildly handicapped children from post test to
follow up three months later. The results support the
assumption that these teachers are maintaining attitude
gains made in the course, that the teaching-learning
environment has been improved, and therefore, that
teachers feel more capable with mildly handicapped
children in the classroom.
Inservice Models
Two mainstreaming inservice delivery models reviewed in the litera-
ture are of direct relevance to the inservice vehicle under investigation
in this study.
Van Etten and Adamson (1973) describe the "Fail -Save Program," an
inservice delivery model that offers assistance to the child, teacher
and parent through the efforts of a highly trained methods and materials
consultant or teacher.
Shaw (1972) has formulated what he calls an "in-service experience
plan." The fundamental objective for a new conceptualization in inser-
vice education is teacher self-sufficiency.
Unlike remedial, resource, or diagnostic-prescriptive services
which are child-centered, this plan is teacher-centered,
focusing on those aspects of the teacher's classroom program
which he perceives as inadequate. In contrast to a diagnos-
tic-prescriptive service that develops an individualized in-
structional plan for the student, which is transmitted to the
classroom teacher for implementation, the in-service experi-
ence plan enables the classroom teacher to experience the
diagnostic-prescriptive process and to learn and transfer the
skills required in that process. Implementation of a child s
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learning plan becomes more probable, as it has been developed
"on the scene" by the classroom teacher, (p, 123)
The primary agent is a "classroom specialist" whose major function is to
arrange inservice experience for the classroom teacher. The classroom
specialist never works directly with a child, unless he/she wishes to
model a technique. This plan also assumes that no teacher need fail if
he/she has experienced adequate inservice learning, whether independently
or through such a program.
The role of the classroom specialist is to arrange inservice
learning experiences for teachers who have referred a problem situation.
The inservice experience process advocated by Shaw is as follows:
1. Upon referral, the classroom teacher and specialist
work together to pinpoint and identify pertinent
elements of the problem situation.
2. Once the characteristics of the problem situation are
identified, the teacher and specialist investigate
and evaluate a number of alternative strategies which
might be used to modify the problem.
3. The classroom specialist obtains for the teacher per-
tinent information concerning the effectiveness of
the strategies being considered as well as the mate-
rials which might be used to implement these strate-
gies.
4. The classroom specialist may demonstrate the use of
materials or models and instructional techniques for
the teacher.
5. The classroom specialist is to encourage and assist
the teacher in evaluating the effectiveness of his/
her plan.
Is the plan successfully modifying the
problem?
How is it affecting student performance?
6. A number of evaluation methods may be considered by
the teacher and the specialist. The specialist may
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provide the equipment and materials for the evaluation
(p. 126)
Shaw feels that the evaluation stage of the inservice experience
is the most crucial step in teacher learning for without helping the
teacher evaluate his/her tactics in terms of student performance, a
teacher cannot determine the effectiveness of his/her decision and imple-
mentation skills.
The primary characteristic of this inservice strategy is the gradual
progression toward teacher self-sufficiency. The classroom teacher
determines those areas in which the classroom specialist and inservice
experience might be most useful to him.
Summary
Research
Much of the research on attitude change offers provocative ideas
for those involved in training regular classroom teachers in special
education. It has generally been assumed that inherent in inservice
training programs relating to mainstreaming is the goal of cultivating
a more positive attitude toward the exceptional child.
A summary of the literature indicates:
1. Teacher attitude toward exceptional children can be
made more positive as a result of an inservice ex-
perience.
2. The equipping of regular classroom teachers with
diagnostic, remedial and behavioral management skills
has been the primary focus in such efforts.
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3. Specific skills relative to the instruction of handi-
capped students can be isolated and taught to elemen-
tary school teachers in a relatively short period of
time.
4. Inservice training involving the acquisition of cer-
tain skills is not always related to attitude change.
5. State- and district-wide comprehensive inservice
efforts were suggested to help with mainstreaming
efforts.
6. A variety of inservice delivery models were suggested
ranging from after school skill-building workshops to
personalized visitations utilizing a highly trained
methods and materials consultant.
7. Inservice efforts designed to effect regular classroom
attitudes toward the integration of the mentally re-
tarded into the regular school program are often unsuc-
cessful utilizing conventional grade organization
patterns.
A review of the literature indicates that many of the interacting
variables such as personality of the instructors, course objectives,
nature and focus of instructional content, instructional methodology,
delivery systems used and reinforcement contingencies are rarely dealt
with. These are all critical variables.
Many studies tried to support the notion that an instructor can
change attitudes of his students with a carefully planned and sequenced
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instruction using structured approaches and positive reinforcement.
Other studies indicate that the attitudes and understandings teachers
have about children with special needs are influential in determining
the intellectual, social and emotional adjustment of the children.
Only one investigation attempted to assess attitude change of
teachers after inservice training.
Inservice Programs
A wide variety of inservice programs have been reviewed that
address the issues of teacher attitude change. These programs range
from staff development days and university-based summer graduate courses
involving a select group of teachers to comprehensive workshop/practicum
efforts involving an entire school district.
The methods of presentation usually included a diadactic workshop
format and in a few cases, students were given the opportunity to practice
certain skills in their classrooms with a minimum amount of supervision
and consultation. The majority of the inservice experiences surveyed
were designed within a formal group structure format.
The subject matter was somewhat common throughout all these programs
and include developing such generic skills as diagnostic and prescriptive
teaching along with formulating strategies for individualization of in-
struction and refining classroom management techniques. Most of the pro-
grams reviewed dealt with skills in a recipe fashion, rarely allowing
teachers to explore variations on a particular procedure as it related
to their unique teaching situation. Programs relating to communication
skills and improved collaboration with other professionals were rare.
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A majority of the programs represented a crazy quilt of contradic-
tions. They espoused individualization of instruction for special needs
students but never addressed the issues of personalizing the inservice
experience for the participants. In short, the teachers' special needs
were never considered. The lack of a comprehensive concept of inservice
education resulted in many of the programs being short in duration and
unclear as to their effectiveness.
The literature seems to indicate that teacher attitude change is a
prerequisite to the effective implementation of any mainstreaming program.
Refinement of certain generic teaching practices will not, in themselves,
result in greater teacher confidence in dealing with children who have
special needs. Few programs surveyed directly attempt to alter teacher
attitudes toward exceptional children other than through skill acquisi-
tion workshops. Given the research findings that increased knowledge
does not necessarily modify teacher attitudes towards exceptional child-
ren, an alternative vehicle for inservice education will have to be for-
mulated.
The concept of developing an extensive inservice practicum component
and articulating such a learning experience with the every-day problems
the teacher is having, has been explored to only a limited extent. Such
a practicum experience could include developing consultation procedures
between instructor and teacher involving mutual problem solving. This
approach demands that inservice education be personalized to meet the
special needs of teachers as well as the children.
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Given the insights acquired from this review, this researcher will
1. Explore a promising strategy by which one could, through
training, influence regular school teachers to be more
effective in teaching children with special needs.
2. Evaluate the effectiveness of a practicum special educa-
tion training program by examining changes in teacher
attitudes towards children who have special needs.
CHAPTER III
TREATMENT AND METHODOLOGY
57
This chapter will be divided into two major sections. Section
one will describe the development of an inservice practicum component
for elementary school teachers working with special needs children in
the regular classroom. The practicum will be discussed in a compre-
hensive manner to allow for possible replication of this treatment by
other researchers. In addition, student perceptions of the practicum
will be examined to determine if they complement data gained by other
attitude measures.
Section two will consist of a description of the methodology
used in this study.
Development of Practicum
Overview of Project
The Department of Special Education at a middle-sized southern
state-supported college sought to provide assistance to regular class-
room teachers responsible for the education of mildly handicapped
children in their classrooms. The advent of a state-wide movement
away from self-contained categorical (i.e., mentally retarded, emotion-
ally disturbed, etc.) instructional units resulted in the return of
many special needs children into the mainstream.
With the support of a one-year federal grant for $35,000, the
college was in a position to provide for two full time professional
staff members, a graduate student and a half-time secretary.
A comprehensive inservice effort directed toward three rural
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school districts and a minimum of 18 schools was conducted by the
project staff. Forty-nine elementary school teachers took part
in the project. All participation was on a voluntary basis and
each participant was awarded six graduate credits after successful
completion of the inservice program.
The program was divided between a workshop/lecture series and
a practicum component. During the workshop experiences, partici-
pants in the three school districts were provided with fifteen
workshops over a period of 30 weeks. The content areas included:
1. curriculum development,
2. methods of instruction and teaching strategies, i.e.,
individualization of instruction modules,
3. development and use of instructional materials,
4. diagnosis and evaluation, i.e., standardized and
informal testing,
5. utilization of resource room facilities,
6. communication with families of special needs children.
Each meeting was two and one-half hours on a specified day at the end
of a regular school day. This program began in October, 1975 and
ended in May, 1976. Three hours of credit were awarded at the end of
this unit.
The second part of the project included the practicum which con-
sisted primarily of four on-site consultation visits by the project
coordinator with each program participant over the period of one
academic year. The process involved consultation between instructor
and teacher on matters relating to mainstreaming. Specific assignments
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for each practicum experience were negotiable and could be tailored
to each participant's unique teaching problems. Throughout the
practicum visits, the instructor helped each program participant to:
1. Develop comprehensive data collection procedures for
a few children in their classroom who had special
needs.
2. Implement ideas and techniques gained from formal
class sessions and workshops whenever appropriate.
3. Explore teaching alternatives which are in keeping
with his/her own teaching style, instructional
requirements, resource limitations and administra-
tive restraints.
4. Explore all success experiences while working with
special needs children and attempt to determine a
reason for such accomplishments.
5. Develop strategies for collaboration with other
professionals.
Participants received three hours of graduate credits at the end
of the practicum. Enrollment was required concurrently for both sec-
tions. The practicum component will serve as the focus for the rest
of this chapter. The theoretical foundation, consultation procedures
and student perceptions of the process will be delineated and discussed.
Theoretical Foundations
Humanistic Psychology
A theoretical base for the practicum and consultation procedures
described in this chapter is in part derived from perceptual humanistic
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psychology stating that the causes of behavior may be found in the
belief system of the behavior. It follows that inservice teacher
education is not a question of acquiring numerous skills in isola-
tion, but a matter of personal discovery, of learning how to use
one's self and surroundings to assist other persons to learn.
Coombs (1964) discussed basic principles which are applicable
to most inservice teacher education programs. Briefly, there is an
emphasis on process where the teacher is to be engaged in a journey
of self-discovery; the process starts with a feeling of security and
acceptance; the focus of inservice education is on personal meaning
rather than solely on behavior; the consultation process must emphasize
subjective aspects of human experience; basic to learning is that people
learn best when they have a need to learn, with the implication that
strict sequential ordering of subject matter may have to be sacrificed
or postponed in order to meet the need as it arises.
Because the consultation process to be suggested is focused on
individual needs, it requires a smorgasbord approach to methods in
order to find the method most appropriate to the individual learner.
In essence, the practicum experience is not only designed to help the
individual grow but also through the consultation procedures pro-
vide an environment which supports growth.
Clinical Supervision
The guidelines for structuring the consultation format were
derived in part from Cogan's (1973) model of "Clinical Supervision."
This model envisions a consultant planning with a teacher, coming into
a teacher's classroom to see what happens, then conferring with the
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teacher in an analytical way which leads to further planning. This
approach requires more than a sporadic visit followed by a few global
comments.
Cogan proposes that in his cycle of supervision one should allow
for a careful warm-up period to occur before the consultant begins the
process. The relationship between consultant and teacher depends on
mutual trust and support in a shared task developed by the agreement
of both parties. The focus is on mutual problem solving.
The operational cycle includes the following phases:
1. Planning of a learning experience: not
simply subject matter to be taught but also
specific modes of operation are considered.
a. establishing the teacher/supervisor
relationship
b. planning with the teacher.
2. Observation: not the traditional global look,
but a focused objective recording of specifics.
The teacher will also reflect on what has happen-
ed and put down in his notes the salient points.
a. planning strategy of observation
b. observing instruction.
3. Conference: The supervisor and/or consultant
will give a full-fledged analysis concentrating
on a few salient points, then decide on what
adaptation should be made. An important part of
the consultant's role may be to prevent the
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teacher from making commitments that are not
congruent with his style and personality and
not feasible in terms of his resources. Pro-
cedures include:
a. analyzing the teaching/learning processes
b. planning the strategy of the conference
c. considering the new planning
It may be possible after a number of sessions to go beyond isola-
ted incidents and discover patterns in a teacher's activities. Super-
vision is thus more than mere recommendation. It also involves a
thorough analysis of a teacher's particular strengths. As the colle-
gial relationships build on strengths, much more sensitive matters
can be handled.
Cogan's approach treats negatively the notion of a supervisor or
consultant who is so wise that he can be a helper and counselor to the
entire range of human weaknesses and woes. It rejects the idea of
picking at weaknesses except when they are so critical that they take
priority.
In this system, the supervisor has to be willing to face himself,
to analyze his own biases and prejudices, his needs for ego satisfaction
and self-justification, and his pressure to deliver intact his own
personal revelation about how to teach.
Cogan maintains that clinical supervision is not meant to be the
whole of supervision. It is simply the part relating to instruction.
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Assumptions
To translate the insight gained from humanistic psychology and
clinical supervision into an inservice practicum component requires
an appreciation of the following assumptions:
1. The consultant recognizes that the teacher has a
variety of skills and knowledge, some of which are
foreign to the consultant and some of which are
shared.
2. The consultant has a variety of skills and know-
ledge to facilitate teacher growth, but successful
consultation is ultimately correlated with the
client's growth behaviors.
3. The establishment of a consultant contract in
large part, depends on the consultant's agreement
with the teacher's values and belief that the
teacher can grow and that intervention will facili-
tate growth.
4. The teacher/consultant relationship is based on the
concept of validation rather than interpretation, on
personal rather than political interactions, and on
independently shared goals.
These assumptions have served as guidelines for developing the consul-
tation procedures and the practicum format.
The Consultation Process
The consultation process was perceived by the instructor to be
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collaborative, not that of a superior supplying techniques to a
teacher who is inadequately trained. Emphasis from the beginning
was placed on reducing psychological distance between the instruc-
tor and program participant and to avoid stereotypes.
The consultation process was divided into two phases. The
diagnostic phase involved establishing modes of collaboration be-
tween the instructor and the teacher, i.e., resource person, trouble
shooter, evaluators, etc. Assumptions previously stated were clari-
fied and the concept of negotiation was highlighted. In addition,
the two parties began to define a problem, develop a tentative hy-
pothesis and mutually acceptable course of action. This involved:
1. Examination of perceptions and feelings concerning
the practicum.
2. Development of objective observation procedures.
3. Concern with helping the teacher make better use
of his/her educational and personal resources.
4. The mutual formulation of the hypothesis and
tentative plans.
The re-orienting and modifying phase constituted the second part
of the consultation process. The emphasis in this segment was on
developing specific procedures which bring about some desired changes.
The following points were reinforced throughout the practicum visits.
1. The identification of the child's needs using a
variety of informal procedures, i.e., informal
checklist and interaction analysis procedures.
2. Learning tasks formulated should be relevant to
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those needs and identified interests.
3. Learning occurs within a social context, i.e.,
use peer tutoring and group activities.
4. The importance of identifying the perceptual
field of the learner and its personal meaning.
5. The importance of diagnosing student strengths
and using them to develop appropriate learning
experiences.
Procedure for Implementation
During the period between October, 1975 to May, 1976, 49 program
participants were visited on four occasions by the project coordinator.
Practicum visit 1 - November 13, 1975 - December 21, 1975
Practicum visit 2 - January 13, 1976 - January 28, 1976
Practicum visit 3 - February 17, 1976 - March 18, 1976
Practicum visit 4 - April 2, 1976 - April 30, 1976
Each visit ranged from 30 to 45 minutes. Teachers were notified
two weeks in advance and a contact person was selected in each school
to remind the participants a day prior to the visit.
Twenty-two elementary schools were visited representing three
rural districts in South Carolina. Visits were usually held in the
participants' classrooms and arrangements were made to have the class
covered by a substitute if necessary. Observation of the teachers with
a group of children or a particular special needs child occurred only
on the request of the participant.
Classroom observation by the project coordinator became impractical
as the program evolved due to the large number of participants to be
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visited and due to scheduling difficulties.
The participants were asked to keep a detailed series of note-
cards. Assignments were negotiated following each practicum visit
and these cards would document all activities attempted and new in-
sight gained. These cards were read by the project coordinator prior
to each practicum visit and helped to establish the structure and
tone for the meetings.
In 80/ of the schools where there were three or more partici-
pants, meetings were arranged with the school principal to reinforce
the objectives of the practicum. The principals shared their feelings
relating to the effectiveness of the practicum in their particular
schools.
Wherever appropriate, cooperating personnel such as resource
teachers and special education personnel were informed about various
aspects of the practicum.
A series of behavioral description questionnaires were developed
to examine teacher perceptions for each practicum visit. A Lickert
Scale format allowed each student to express his/her feelings toward
a given comment ranging from one (strongly disagree) to five (strongly
agree). These behavioral questionnaires were given to each participant
three weeks after their practicum visits and returned anonymously prior
to the next scheduled visit. A summary of the student response will
appear after the description of each practicum visit. The questionnaires
appear in their entirety in Appendix A.
What follows is a description of each practicum session. A brief
overview will be presented followed by a statement of objectives and
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description of the conference format. A description of follow-up
assignments will be outlined and each section will conclude with a
review of the participant perceptions of the experiences.
Description of Practicum Visits
Practicum Visit I
Overview . The purpose of the first visit was primarily to
familiarize the participants with the consultation process. In addi-
tion, the objectives for the practicum experiences were discussed. The
project coordinator sought to establish a problem solving environment.
Preliminary Activities
. (1) Prior to the conference each partici-
pant was asked to select two "special needs" children in their class-
room. Using note cards they were to: (a) briefly state the problems
they were having, and (b) describe approaches, finding a solution. (2)
Each participant was to administer a self-concept measure to their two
selected special needs children.
Objectives
. (1) To redefine problems in perceptual and/or behav-
ioral terms. (2) To formulate a tentative hypothesis. (3) To develop
some systematic observation and data collection procedures, i.e., in-
formal checklists. (4) To focus on one aspect of the problem, and
state some short-term objectives, i.e., the child will decode five new
words by next week.
Conference Format. (1) Review of note cards and informal discussion
of each child in terms of personal perceptions. (2) Review of self-con-
cept measures and their implications. (3) Development of strategies
that will help define the problem more clearly. (4) Development of
mutually agreed upon definition of the problem.
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Assignment and Follow-up
. (1) Discuss at least two students'
self-concept scores as measured on the Primary Self Concept Index.
(2) Arrange an interview with at least one cooperating or former
teacher and compile a list of things the child can do well. In
addition, include a comprehensive list of the child's interests.
(3) Suggest a few short-term objectives utilizing the aforementioned
information. (4) Describe the teaching strategies used to meet those
objectives. (5) Document the results, using antecdotal records. (6)
Conclusion: In addition, each participant was asked to document the
consultation experience (helping relationship): (a) Were any insights
gained? (b) What were your feelings after the visit (confused, hope-
ful, etc.)? (c) What are some suggestions for visit II?
Participant Perceptions (see Appendix A) . An analysis of the
frequency distribution on the first behavior questionnaire indicates
that at least 80% of the students perceived that the instructor helped
them to define problems they were having with a select group of special
needs children. The participants also perceived the visit to be col-
laborative and that of mutual problem solving. Over 90% of the respon-
dents felt free to express their opinions and feelings. They also con-
sidered the instructor to be a good listener.
The majority of participants found the first visit extremely help-
ful. Only 40% stated that their attitudes toward their exceptional
children changed in a more positive manner.
Many students expressed concern regarding the amount of structure
(either too little or too much). The area of greatest concern was the
role of the participant during the visit. The concept of mutual problem
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solving was alien to many of the participants who perceived the role
of the instructor to be primarily that of an evaluator. The idea of
negotiating an assignment with the instructor proved perplexing to
some of the teachers.
Practicum Visit II
Overview
. The second visit was designed to help the participants
formulate alternative instructional approaches when dealing with special
needs children. An exploration of the concept of individualizing in-
struction served as the core for this meeting. In addition, the focus
gradually shifted to the special needs of the teacher.
Objectives
. (1) Using the guidelines from Practicum Visit I, the
teachers will discuss the assets and deficits of those students they
perceive to have special needs. (2) Each teacher will explore teaching
alternatives when dealing with these children, i.e., variations on the
theme of individual instruction and implications of diagnostic data
gleaned from previous assignments. (3) Each teacher will isolate those
alternatives which are in keeping with their teaching style, instruc-
tional requirements, resource limitations, and administrative restraints.
(4) The teacher will share with the instructor his/her assets and defi-
cits when working with children they perceive to have special needs.
Format . Analysis of Teacher Note Cards: (1) Review observation
procedures used to focus on a few students who are having problems. (2)
State information gleaned from interaction with other professionals con-
cerning these children. (3) Review information gained from systematic
diagnostic procedures and state their implications. Review all "success"
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experiences with specified students: (1) Behavior, self control; (2)
academic, skill acquisition, and (3) social, peer interaction.
Focus on Altern atives
. (1) Determine a rationale for such suc-
cess in terms of changes in teachers' behavior: (a) What things are
you doing differently? (b) What alternative seems to work and why?
(2) Begin to explore teachers' feelings and thoughts when dealing
with children who have severe learning and/or behavior problems. Have
you found the problems less overwhelming? (3) Explore short-term ob-
jectives for selected children with special needs. If things were to
improve dramatically within the next month, what would the child be
able to do? (4) The instructor will help each participant clarify his/
her short-term objectives. (5) A suggested format for the next visit
focused on a previous workshop given by the instructor on strategies
for individualizing instruction. At that time, a host of materials
were presented on contract systems, alternatives, resources and report-
ing options. Utilizing case studies, workshop participants developed
ideas for individualizing instruction. (6) During the practicum visit,
teachers were asked to discuss the appropriateness of the above material
when dealing with children who have special needs in the classroom.
Assignment and Follow-Up . The format for the next series of note
cards will include: (1) A statement of short-term objectives. (2)
Exploration of appropriate strategies for individualization of instruc-
tion (it should be noted that the instructor stressed that the partici-
pant should not rearrange his/her entire instructional program but rather
develop on a limited basis, alternative means to the same instructional
ends). Guidelines include variation on the theme of the contract sys-
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tem, reporting alternatives, peer tutoring, and group procedure. (3)
Measurement devices (How can the teacher be more systematic in docu-
menting student improvement?). (4) Document in a daily format your
success experiences in implementing some of the aforementioned tech-
niques. What new alternatives now seem feasible?
Participant Perceptions (see Appendix B) . An analysis of the
frequency distribution of the second behavioral questionnaire clearly
indicates that the participants had an increased awareness of their
special needs children's abilities. This data also shows a greater
degree of confidence on the part of the participants when working with
their special needs children.
Nevertheless, 40% of the participants stated that they were having
difficulty in providing instructional alternatives for these children.
Most teachers stated they were now more comfortable with the consulta-
tion format and felt free to express their ideas and opinions. Over
85% of the respondents noted improvement in their students' academic
work.
Practicum Visits III and IV
The focus for the last two visits was on the participants'
special abilities in working with exceptional children. Certain in-
structional alternatives were required and incorporated into existing
teaching strategies. Teacher confidence served as the key area of
concern.
Objectives
. (1) Using the guidelines from Practicum Visit II,
the teacher will discuss short-term objectives formulated for a select
group of special needs children and analyze why certain procedures
result
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in student progress. (2) Students will review procedures used to
individualize instruction for two students. (3) Students will discuss
how they modified various procedures presented in class relating to
the individualization of instruction in their teaching situation, i.e.,
contracts, learning centers, programmed instruction, etc.
Format
. (1) Analysis of teacher note cards: (a) Review of all
short-term objectives and note cards. Discuss those learning experiences
designed to bring about success; (b) Review variations on the theme of a
learning contract; (c) Review all success experiences a teacher is hav-
ing using a particular teaching strategy or technique, and (d) Discuss
additional concerns while working with selected special needs students.
Assignment and Follow-Up . The final practicum assignment was de-
veloped in an effort to help each student integrate previous practicum
experiences and related subject matter. (1) In the process of working
with two children who have special needs, how has your perceptions of
their problems changed over the period of this course? (a) Restate the
child's difficulties in terms of your own problems, (b) Review the
success experiences that the children are having. (2) What changes
have occurred in your own teaching since the first practicum in relation
to your selected children? (a) Problems you still encounter; (b) Teach-
ing alternatives you are now comfortable with, and (c) State your proud-
est accomplishments. (3) Relate specific ideas and feelings gained dur-
ing or following the practicum sessions that have given you confidence
in teaching children with special needs. (4) Select one child you have
been working with and state what would be useful information to communi-
cate to next year's teacher or other professionals.
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The final practicum session was devoted to a detailed analysis
of the above questions.
Participant Perceptions (see Appendix C.) . An analysis of the
third behavioral questionnaires indicates that over 80% of the par-
ticipants found the consultation format helpful. The note cards and
other record keeping procedures were considered of vital importance.
The freedom to negotiate assignments was perceived to be the hallmark
of the process.
Throughout the practicum visit over 95% of the respondents felt
free to express opinions and feelings. This, along with the informal-
ity of the sessions, was considered to be the practicum 1 s greatest
asset.
The participants also stated that they are more comfortable working
with special needs children and have refined certain teaching techniques
that are equally applicable to their regular students.
The participants were concerned with the limited amount of time
available for consultation and suggested more structured approaches in-
volving classroom observation on the part of the instructor.
Review of Participant Remarks
Throughout the practicum experience participants kept detailed
note cards documenting various aspects of the process. What follows
are comments gleaned from these cards as they related to three questions
posed in the final practicum assignment.
In the process of working with two children who have special needs,
how has your perceptions of their problems changed over the period of
this practicum?
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The first comment indicates how a project participant gradually
gained a sense of focus on problems she was having pertaining to a
few special needs children.
In the process of working with two students who have special
needs my perception of their problems changed over the period
of this practicum through an involved teaching experience with
the students on an individual basis.
In the beginning, each student's difficulties seemingly put
up a brick wall between my actual teaching and the student's
progress. I had let the children remain in the classroom
working on materials that I had chosen for their ability
level without any real focus on their problem. I felt
frustrated and couldn't see why they were not making progress.
Choosing two students who had real difficulties was a chal-
lenge to me because I really wanted to break the barrier. I
thought I knew how to arrive at prescriptive measures, but
I found out I was only prescribing materials for learning
and not actually defining the problem, sighting behavior ob-
jectives, activities and measurement devices. My available
materials proved great, but my attack was unsuccessful until
I worked through a learning experience with each student to
determine the real problem; how the child learned; and what
I could do to help.
As this practicum experience evolved, I found an unbelievable
rapport between the students and me.
A teacher who participated in the practicum states how she refined
her perceptions of a student's problem.
As previously stated, my perception of the two young men's
problems changed after my first practicum visit. Before
the practicum visit I did not specify the main problems,
but stated them in broad terms. My objectives were un-
realistic and no time limit was set to perform the tasks
and no means of evaluation stressed. These ideas immed-
iately changed after the visit and my teaching took on a
new and realistic outlook.
Many teachers stressed that the systematic procedures used to focus
in on a particular student problem were useful.
Some insights I have gained during the practicum sessions
are the ways in which one can work with the special needs
child. First, assess or pinpoint the specific area where
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the child needs help. Find out where and what the problem
is. Outline ways or a method of dealing with the problem
that will be workable to you. Give the child time to come
over to your side; do not overly protect yourself or the
child. Make sure you have confidence in your self and are
open to suggestion.
Teachers also claimed they have gained greater insight into the
psycho/social dimensions of their special needs children.
The major problem between the two children and myself was
that I had not tried to understand them and the reasons
for their behavior. Also, I did not have the patience to
deal with the children differently from the other students
in the class.
The children are now better behaved and they seem more
interested in their work. Thus, I think they are learning
more than they had before.
A large majority of teachers felt that they initially tried to
ignore certain problems children were having and tended to classify
them as "slow or lazy." The following comment is typical.
After a few weeks, I began to resent the time and energy
I was having to spend with my student, often at the expense
of the rest of my class. The resentment was doubled because
I often felt the time was wasted. After beginning this
practicum, I was forced to realize that I was only enhancing
my student's problem; and that she wasn't a lazy, disinter-
ested child but a child with a learning problem. I also had
to accept the fact that her problem was not "hopeless," and
that it was my responsibility to try to help her instead of
trying to ignore the problem. My student's self-concept was
very low and was becoming increasingly lower as she contin-
ued the pattern of failure. She felt that she "couldn't
learn," therefore, she gave up completely. I became aware
that because of Bonnie's problem, she needed to be taught
by different techniques than the rest of her group. She
could not keep up in group work, and trying to force her to
was only increasing her (and my) frustration.
What changes have occurred in your own teaching since the first
practicum in relation to your selected children?
A majority of the teachers stated that as a result of the practicum
experience they now have more confidence in dealing with special needs
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children.
My proudest accomplishment is the fact that I no longer feel
defeated or unqualified to teach children who have special
needs. The ability to reach the child rather than expecting
the child to reach me has been a rewarding experience for me.
The child I would gladly have gotten rid of five months ago,
now gives me some of my proudest moments.
This feeling of confidence was in part acquired by adding new tech-
niques to one's teaching repertoire.
I find myself more comfortable using individualized contracts.
I have more confidence in my ability to detect and meet in-
dividualized needs. I feel the two children are more com-
fortable in my class and the concern for the child is my
number one priority.
Included also in the teacher comments was the sentiment that there
was a large measure of personal joy on the part of the teacher in suc-
ceeding with these children.
My proudest accomplishment is that of ease and relaxation.
I am no longer fearful or timid and I feel now that I can
enter any classroom of students with ease and feel comfort-
able that I will know how to deal with the students within
that room regardless of needs and abilities .
The feeling of becoming more comfortable permeated many of the
comments.
I have become more comfortable than I was before in working
with an individual student with special needs. I enjoy
trying to find materials and activities that will motivate
these children to really work towards their goals. I have
found it much easier to use a prescription system with these
children than a contract system. With the prescription, the
child works intently on one skill before going on to another.
This seems to be less confusing, especially for the extremely
slow students.
The bulk of the comments pertaining to this question dealt with
changes in teaching behavior. Participants indicated that they were
comfortable attempting numerous alternatives and were not looking for
simple solutions. This awareness included a number of dimensions.
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Teachers attempted different organizational patterns.
In my own teaching I can see a definite change in organization,
patience and awareness. I am more organized and teach with more
consistency than before. Not only is the work made up for special
needs children but also the rest of the class can benefit and I
get to teach everyone at once.
Other teachers refined their ability to keep accurate records of
student progress and thereby enhance the opportunities providing for
individual differences.
As an instructor of these special needs students, I have
undergone a few changes in my methods of teaching. I have
taken several suggestions on individualizing instruction
and implemented them into my classroom curriculum. I put
labels, previously given the children, in the back of my
mind.
Although I have been keeping records on my special needs
students, I was inspired to a greater extent to keep
accurate and updated records of the progress and specific
difficulties my students may be having.
A number of teachers have stated they were able to use techniques
for individualizing instruction with a greater degree of confidence.
They see variation on this theme and seem to be in the position to
select those options which are most beneficial to their special needs
children.
Since working in this practicum session, I have started to
individualize more especially with those children who are
special needs students. I am still not completely at ease
when I individualize. I do not find it as difficult, how-
ever. This does help that child with special needs. I am
more comfortable with individualization now. I let students
check more work unless it is a test.
My proudest accomplishment is the change that has taken place
with me as well as my special need students. I now diagnose
these students' strengths and then prescribe according to
this. After starting this with two students, it was easy to
include more. I am also especially proud of Mae's accomplish-
ments. She was afraid to ask questions at first. Now, she
is really at ease in class. If she doesn't understand, she
will come up and ask for an explanation.
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A host of new strategies pertaining to special needs children
were suggested.
I am more aware of my problem children and of their particular
concerns. I try to observe more. I try to interview them
and find out how they feel about particular things. For
example, if they are upset or not. I try to discuss their
activities (failures and accomplishments) with their resource
teachers. I ask them for ideas and help. I look for more
ways to individualize. I try to find activities which fit
their particular problems, which is not very easy considering
the number of exceptional children which I teach a day. I
try to be sure to read each child's psychological report.
Out of many of these new teaching strategies came numerous per-
sonal insights.
The major change that I have undergone since the first prac-
ticum is to realize that each student is an individual with
individual problems and needs. Many students will gain
nothing in a classroom from large group activities. Teaching
strategies often times must be geared to a one-to-one level
of instruction. The objectives should be short-termed and
relatively flexible. These students need successful exper-
iences as well as students who are achieving on an average
level
.
Participants expressed a greater degree of tolerance toward
special needs children and their perceived teaching inadequacies.
I am not distressed now when all students in a group do not
do exactly the same work. More and more I let students
select activities and check much of their work. My "special
needs" children receive more structured assignments perhaps,
but such are designed to meet their particular needs.
The theme of greater teacher confidence and acceptance of special
needs children reappears in a majority of the teacher note cards.
Since the first practicum visit, I have found that I have
been able to slightly overcome the feeling that I couldn't
give enough individual attention to the children who really
needed it. By developing a reading contract with Scott, I
tried something that I was skeptical of at first, but found
it successful.
Relate specific ideas and feelings gained during or following the
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practicum sessions that have given you confidence in teaching children
with special needs.
The notion that there is no one technique in helping exceptional
children has helped a number of teachers to look for personal resources.
The most important thing I have learned in this practicum
is that special needs children are not going to learn
through some magical technique. I came into this course
expecting specific answers as to how to teach these
children. I found that there is no one special way, that
they learn through the same variety of experiences as
anyone. I also learned that it is necessary to formulate
short term and very specific objectives for these children.
They are overwhelmed when too much is expected.
The practicum format itself has helped some teachers gain greater
confidence in their abilities.
I have found most helpful the format discussed for getting
to the root of the child's problem and solving it. The
logical sequence of steps I have been given to work with
at each session has proven very valuable. Although this
method does not point directly to a solution, it clears
off the fog around the problem so that alternative solu-
tions can be implemented.
The sequence of practicum assignments helped the participants to
sort out their own special needs.
The practicum visits have given me confidence in teaching
children with special needs because each child was dis-
cussed fully. Specific areas of concern were pin-pointed
and then methods of dealing with them were listed. It
really helped greatly to write down a desired outcome and
then list many different ways to achieve it. Also, de-
fining my own problems with working with special needs
children has helped me see my own strengths and weaknesses.
Overcoming these problems has hopefully made me a more
effective teacher. Hopefully, I have more patience in
working with a slow child and become less frustrated at
the amount he/she can accomplish.
At times, it was really difficult to express my thoughts
or perception of a child. Again, I found that writing
down what I thought gave me more valuable information
about my special needs child and in turn gave me more
confidence in working with this child.
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The idea that confidence is contagious and eventually relates
to the child's self confidence was often expressed.
Confidence in my teaching special needs children has come
largely from the fact that I have learned to change myself
as well as my teaching styles according to the child I am
working with. Also, I have learned that even special needs
children are capable of helping set up their own learning
programs. Through my guidance, they become more responsi-
ble and we both become more self-confident after each
successful experience.
The awareness on the part of many participants that special needs
children have numerous assets help them to shift focus away from remed-
iation approaches.
From this practicum, I have gained specific ideas which I
feel have given me confidence in working with special needs
children. I have increased my knowledge on individualizing
instruction. I am better prepared on writing objectives and
strategies in meeting these objectives. Last but not least,
I have increased my awareness of my children's special needs.
The importance of working with two special needs children over the
period of an academic year was perceived as one of the most important
elements in the practicum experience.
My confidence was strengthened by working with this student.
My views have been modified to a certain degree. I no longer
see special needs students as behavior problems or TMR's or
EMR's. There is no blanket title that fitsthese students
entirely. We, as teachers, can't and should be forbidden to
label a child. We would be more useful if we tried to learn
the students well enough to prescribe activities that they
may profit from. Each student has a style of learning that
must be explored by the teacher.
Each teacher gained useful ideas as a result of the consultation
process. The suggested and negotiated strategies resulting from the
practicum session gave the participants a host of options to explore.
I was told to let my special needs students be the helpers
rather than always the one being helped. They needed to
feel success too and be able to help someone else. I was
told to interview my selected children which proved to be
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most helpful. I needed to know the things which they were
interested in and wanted to do. I was asked to list the
things which they could do well. This helped in drawing
up their nine contracts which is something else I was ad-
vised to do. I was asked to display warmth which made my
students like me and want to work for me. I was asked to
review things which had worked. I was asked about rewards.
I had already, however, been using the reward system. I
was told to jot down my feeling about certain happenings
and activities. It helped later in looking back over
things. I was asked to let my selected students make a
test and give it. I doubt if I would have ever thought
of this. Sometimes I felt confused after a visit, not
knowing exactly what the professor wanted or expected.
After I got into the assignment and worked some, I usually
felt better. I feel that his suggestions were beneficial.
Some participants disposed of ineffective diagnostic procedures
and attempted to be more eclectic in their assessments.
During the practicum session, I have gotten many useful
ideas to try with my special needs students. I have
found that achievement test scores are not sufficient
information to teach a student. Before, I never really
considered any student to have a learning disability.
I thought he should learn the same way all students
learn. Now I know that students learn by many different
methods and I try to find a method to reach these students.
The final statement best summarizes how many participants perceived
the practicum experience.
Actually, the awareness that I can and d|d do something
on my own, from my own mind, and through my own materials
and resources is my biggest confidence booster.
Summary of Teacher Perceptions
The following is a summary of responses pertaining to participant
experiences in the Practicum in Teaching Exceptional Children. These
statements reinforce many of the previous remarks obtained from parti-
cipants' note cards.
Practicum Format and Procedures
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1. "By keeping the cards, I kept a close eye on the needs of
my children"
2. "The sessions went too fast."
3. I would like someone to take over my classroom when
you visit.
4. "More time was needed."
5. "The note cards were excellent in that they helped me
organize my ideas.
"
6. "I enjoyed focusing on two children throughout the year.
These children have especially benefited."
7. "I like the informal approach; this is the best way to
learn for me."
8. "The instructor listened to my ideas and experience."
9. "The instructor shared lots of ideas and was always
willing to listen."
10. "The instructor allowed me freedom in modifying and
working up my assignment."
11. "A very relaxed but business-like atmosphere."
12. "I feel the sessions were well organized."
13. "The way that I was visited made it very easy to work
around my schedule."
New Skills Acquired
1. "I have tried different methods. Some failed. Some
had great results."
2. "You helped me pick out new ways to motivate a child."
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3. "The improvement on self-concept."
4. "I am more observant with children."
5. "I am more patient and aware of my problems."
6. "I enjoyed the feeling of no rank, just two professionals
working together."
7. "More insights and confidence than skills."
8. "I have learned a lot about individualizing instruction
and have definitely improved my teaching."
9. "I now am comfortable with my alternatives."
10. "Skills I gained working with a few children have spilled
over in working with other children and I feel good about
that.
"
11. "I am much more aware of student's progress."
12. "I feel I keep better records."
13. "I am comfortable using learning contracts."
14. "The handout on individualizing instruction helped me to
organize my own program."
15. "The practicum has served a way to introduce and review
many new and old techniques in working with children."
Overall Feeling and Attitudes
1. "I indeed feel more confident in working with these
chi 1 dren.
"
2. "I am more aware of the needs these children have."
3. "I have gained a great deal from the experience."
4. "The instructor took a personal interest in me."
"Things are not nearly as hopeless as they seem."5.
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6. "I now feel I have something to offer these children."
7. "I believe that many of these children deserve to be in
the regular classroom."
8. "I feel less frustrated in working with these children."
9. "I would like more structure in the meetings and my
assignments."
10. "I was highly motivated by the instructors' visits."
11. "I am more relaxed with certain students."
12. "I now feel all my students have special needs."
13. "The practice was very practical."
Methodology
Subjects
The subjects in this study were divided into experimental and
control groups. The experimental group consisted of 49 regular
classroom teachers representing three rural school districts, approxi-
mately equal in size.
The project's participants' teaching experience ranged from one
year to 29 years with the majority never having taken a graduate course
in special education. A profile of the participants follows:
School District X
1. Number of Participants: 18
2. Primary Area of Responsibility: The group is diverse
and evenly distributed over grades 2-8.
Years of Experience: Most teachers have between 4-10
years of experience.
3.
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4. Special Education Training: Only 20% of the partici-
pants have done graduate work in special education.
5. Regular Education Training: Over 35% of this group
have a Master's degree.
6. 55% of the students are applying the practicum toward
a higher degree.
School District Y
1. Number of Participants: 12
2. Primary Area of Responsibility: The group is almost
evenly divided between primary (K-3) and elementary and
middle (4-6).
3. Years of Experience: About one-half the group has taught
less than three years while the other half has taught less
than 10 years.
4. Special Education Training: The group as a whole has very
little training in special education.
5. Regular Education Training: Only two of the participants
had training above a B.A. or B.S.
6. All of the participants are applying the practicum toward
a higher degree.
School District Z
1. Number of Participants: 19
2. Primary Area of Responsibility: This is a diverse group
representing the entire range in grades from 3-9.
3. Years of Experience: Teachers are represented throughout
the entire range. A majority have taught from 4-10 years.
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4. Special Education Training: About one-fourth of the
participants have had a minimum of six graduate credits
in special education.
5. Regular Education Training: 80% of the students are
below the Master's level.
6. A majority of the students (90%) are applying this course
toward a higher degree.
A review of the entire experimental group considering the previous
dimensions can be seen on the following page.
The control group consisted of 30 regular classroom teachers,
male (2) and female (28), ranging in teaching experience from one to
35 years. Every effort was made to match the experimental and control
groups.
In addition to providing for similar school representation by both
groups, an effort was made to select control group members on the basis
of their limited experience in special education. Given the divisions
of teaching experience, areas of responsibility, teaching location, and
background in special education, the two groups were matched as closely
as field research conditions allowed.
The experimental group participated in the inservice project while
the control group received no inservice training. Every effort was made
to remove those individuals from the control group who were involved in
any major inservice effort during the year.
All subjects in the experimental and control groups were required
to teach children with special needs in the classroom. Each teacher had
approximately two such children. These students were diagnosed as educa-
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TOTAL EXPERIMENTAL GROUP PROFILE
1 • School Districts
X (six schools)
Y (four schools)
Z (eight schools)
Total
2
- Primary Area of Responsibility
Special Education Teacher
Teacher K-3
Teacher 4-6
Teacher 7-8
Teacher 9-12
3. Years of Experience
First year teacher
Less than three years
4-10 years
11-15 years
16-20 years
More than 20
4. Regular Education Training
Completed B.A.
B.A. + 18
Master's
Master's + 30
5. Sex
Male
Female
Number of Participants
12
19
18
49
3
13
20
11
2
3
14
22
5
3
2
28
9
10
2
2
47
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ble mentally retarded, emotionally disturbed or learning disabled.
Both the control and the experimental groups were responsible for at
least one child diagnosed as learning disabled. All these children
spent part of the day in a resource room with a special educator.
However, it was the regular teacher's responsibility to educate the
special needs child.
Instrumentation: Criterion Variable
The primary criterion variable in this study was attitude. The
term attitude was defined as the social distance a participant wants to
maintain between himself and a variety of types and degrees of handi-
capping conditions.
The Rucker-Gable Educational Programming Scale (RGEPS) was the
primary instrument used in this study (Appendix D). This is a standard-
ized classroom integration inventory used to measure the social distance.
The attitude scores are regarded as a measure of the respondents' will-
ingness to move handicapped children closer to the mainstream of educa-
tion.
The RGEPS provides information on a respondent's attitudes toward,
and knowledge of, an appropriate placement for three types of handi-
capped children with varying degrees of desirability. The authors state
that the instrument can be effectively used to plan and evaluate learn-
ing experiences introducing mainstream rationale to regular classroom
teachers and to evaluate the impact of inservice training programs.
The previous review of the literature indicates that this instru-
ment, which was developed in 1973, has not been widely used for research
purposes. Soloway (1974) used the instrument to measure attitude
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changes of regular classroom teachers toward the mentally retarded
and emotionally disturbed as a result of a short-term inservice
experience. Shaw and Gillung (1975) used the instrument to assess
the effectiveness of a graduate college course in improving the
attitude of regular classroom teachers toward mainstreaming mildly
handicapped children into their classrooms.
The RGEPS consisted of 30 descriptions of actual children re-
ferred for special education services. Items describe the behaviors
of children that are either mentally retarded, emotionally disturbed,
or learning disabled. The descriptions range from very mild to rela-
tively severe in terms of degree of disability and offer a cross-section
of various types and degrees of handicapping conditions. A sample of
each disability area follows:
Mental Retardation: Item #30 . Fred is a ten-year old fourth
grader who was retained in first grade. His attention span is short
and many of his interests are immature. His motivation for classroom
work is very low, but improves markedly in a one-to-one relationship.
He has difficulty with reading, spelling, and arithmetic concepts. His
oral performance indicates that he is far more able than his written
work would indicate.
Emotional Disturbance: Item #7 . Herb has made a poor adjustment
to his first grade class despite his capability for learning. He has
difficulty participating in group functions because he is so mischievous.
He often fails to respond to discipline.
Learning Disabled: Item #6 . Jason, age six, occasionally prints
letters backwards, writes from right to left, and is restless in class.
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His parents are concerned that he is still on reading readiness
material rather than in a reading group like his classmates.
Mild: Item #28 . Don, age 10, is only slightly slower than his
average classmates, but he is clumsy and other students have nicknamed
him "Don the dunce."
Moderate: Item #24 . Vance, age seven, is a good student in all
areas except mathematics which is a constant frustration to him. He
is unable to deal successfully with the most basic arithmetic concepts.
Severe: Item #25 . Bill is a very friendly 10-year old who has
recently learned to write his name. His speech skills are on a very
immature level. He has mastered a few simple self-help skills.
It should be noted that the type of handicap and the degree of
disability overlap.
Given a continuum of seven program options or services, respon-
dents were asked to choose what they felt to be the best educational
setting for each child described in the instrument. The possible pro-
gram selections included the following:
1. Regular classroom - with no basic change in teaching
procedures.
2. Consultation - regular classroom with specialists
available for consultation with teacher (or parent)
whenever needed.
3. Consultation and direct services - regular classroom
with specialists available in the school to consult
with teacher and provide short-term direct services
to student.
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4. Resource Room - regular classroom with resource room
services (special education teacher providing supple-
mental instruction) provided on a continuing basis in
which the student can participate for as much as two
hours each day.
5. Part-time special class - student enrolled in a special
class for the majority of each day, but entered regular
classroom for certain subjects.
6. Full time special class - student assigned to a self-
contained special class on a full time basis.
7. Not - a student placed in a residential school, hospital
program, treatment center, etc., because he or she can-
not reasonably be handled within the context of regular
or special public education. (Rucker, C. and Gable, R.
,
1973, p. 3.)
Attitude scores were calculated directly from a respondent's place-
ment choices on a seven-point scale ranging from regular classroom (7)
to not for regular education (1). Six attitude subscores and a total
attitude score can be obtained from this instrument.
The subscores for mental retardation, emotional disturbance and
learning disabilities were based on ten items each. The subscores
mild (eight items), moderate (sixteen items) and severe (six items)
referred to the degree of disability.
A total attitude score could be calculated by summing the weighted
responses of the thirty items.
For the purposes of this study, the researcher has decided to
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el i mi nate the category of 'severe" because of a low reliability factor
(see Table 1). The limited number of items in this category also cast
doubt on the usefulness of this dimension for research purposes. Since
six of the items which apply to the total score are derived from the
severe group, the total score thus becomes invalid. The total score
measures attitude toward handicapped children representing the entire
cross-section and degree of handicapping conditions. This range is
not represented; therefore, a unitary score is not meaningful under
these circumstances.
The five attitude gain scores for mental retardation (MR), emotion-
al disturbance (ED) and learning disabled (LD), mild (M), moderate (MOD)
were analyzed separately as they related to the three experimental schools
and one control group.
The RGEPS also provided knowledge scores of appropriate placement
of exceptional children. A respondent's placement choice on each item
is compared to the average placement on that item by a group of 35
experts in the field of special education. The knowledge subscores were
illustrated by the degree of disability and by the type of handicap.
This information was not relevant to the study since knowledge was
only measured in terms of appropriate placement of special needs child-
ren. Teacher attitude was the primary focus.
Reliability of Attitude Scores
In demonstrating the reliability of the instrument the authors
generated split-half internal consistence reliabilities for respondents
using attitude raw scores for the six scales and the total scores. The
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results follow.
TABLE 1
SPLIT-HALF RELIABILITIES FOR RGEPS ATTITUDE SCALES
Group N Mild Moderate Severe
RGEPS Scale
MR ED LD Total
Sp. Ed.
Grad. Students
U. of Conn. 34 .91 .91 .87 .84 .92 .84 .94
Syracuse U. 11 .65 .95 .73 .79 .69 .83 .96
Non-Sp. Ed.
Undergrads
Indiana U. 60 .83 .86 .57 .88 .86 .83 .95
U. of Conn. 77 .60 .80 .64 .74 .84 .62 .86
Principals
Iowa 36 .71 .73 .36 .70 .67 .68 .81
Reg. Class
Teachers
St. Joseph's 16 .85 .67 .53 .91 .69 .70 .86
Source: Rucker-•Gabl e
,
1973, p. 26.
This data presented by the authors indicated that special education
graduate students' attitude scores tend to have the highest internal
consistency reliabilities; the severe scores, especially for the prin-
cipals, has the lowest.
Validity of the Instrument
Content-validity was determined by using case studies which were
judged by content experts to reflect the three disability categories
of emotional disturbance, mental retardation, and learning disabilities.
94
Judgements on item appropriateness and actual item responses
were obtained from 20 general experts and 45 specific experts.
The final set of 30 items represented a continuum of disability
across each of the three disability areas.
The construct validity of RGEPS scores interpretation was sup-
ported by examining known group differences in a variety of workshop
training sessions. In addition, group differences were examined before
and after training experiences. Pre- and post test means, standard
deviations and related t_ values were obtained for all attitude scores
areas.
Analysis of Data
To determine the effects of the practicum experience on teacher
attitude toward mainstreaming various types and degrees of handicapped
children in the regular school program, the experimental and control
subjects were administered the RGEPS on a pre- post test basis. This
occurred in September, 1975, three weeks prior to the first practicum
visit, and in May, 1976, at the conclusion of the practicum.
A description of the control and experimental groups is as follows
Experimental Group (E)
1. Participation in inservice project.
2. Three groups of regular classroom teachers with
special needs students integrated into their
classrooms.
a.
b.
teachers from District X
teachers from District Y
teachers from District Z.
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c.
Control Group (C)
1. No participation in inservice project.
2. Regular classroom teachers with special needs
children integrated into their classrooms.
3. There is only one control group consisting of a
combination of proportionately similar numbers of
non-participants from School Districts X, Y and Z.
An analysis of the data will seek to answer two questions:
1. How has the treatment affected participants' attitudes
toward the mainstreaming of children who are perceived
to be either mildly handicapped, moderately handicapped,
learning disabled, mentally retarded, or emotionally
disturbed?
2. Did the treatment have a differential effect on the
three experimental groups?
The data obtained from the RGEPS will be analyzed by comparing mean
pre- post test gains of the three experimental groups with those of the
control group to determine what statistically significant gains on the
various attitude dimensions can be attributed to the treatment.
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CHAPTER IV
RESULTS
This chapter will restate key questions proposed in the study and
report pertinent findings. The study sought to investigate whether
participation in the inservice practicum effected difference in teacher
attitudes toward a variety of degrees and types of disabilities.
All pre- and post test gains were analyzed utilizing the attitude
scores derived on the RGEPS for Mild (M)
,
Moderate (MOD) and for the
disability dimensions of mental retardation (MR), emotional disturbance
(ED) and learning disabled (LD).
The analysis of data relates specifically to each hypothesis as
presented in the first chapter. The data was analyzed to investigate
the questions:
1. Are there significant differences among the four groups
(three experimental and control) on pre- post test
attitude gains?
2. For those groups where differences occur red, to what
extent can the differences between the various gains
be attributed to the treatment?
An analysis of the data will begin with an overview of the mean
pre- post test scores for each of the attitude dimensions pertaining
to the three experimental school districts. This information (Tables
2-4) is presented primarily for the reader's general interest and will
include the differences in pre- post test scores. The score range for
each type and degree of disability is: (M) 8-56, (MOD) 16-112, (MR)
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10-70, (ED) 10-70, (LD) 10-70.
Each hypothesis will be discussed separately. An analysis of
differences in mean gain scores between the three school districts
and the control group was conducted to determine if any of the experi-
mental groups made significantly greater gains than the control on the
specified attitude dimensions. A one-way analysis of variance (F test)
was computed for each attitude dimension comparing gains in the three
school districts with those of the control group.
On these attitude dimensions where significant differences in gain
scores were obtained between experimental and control group the signi-
ficant result was followed up by test comparisons of all possible pairs
(i.e., C-District Y, C-District Z, District X-C, District Y-District Z,
District Y-Control
,
District Z-Control). This was done to determine
where among the four gain scores the significant differences were. The
parentheses ( ) includes J pre- post test gains and the tabled mater-
ials includes t_ test values. A statement on the effect of the treatment
on each attitude dimension will then follow.
TABLE 2
MEAN PRE- POST TEST ATTITUDE SCORES OF PARTICIPATING
TEACHERS IN SCHOOL DISTRICT X 1
Score X Pre X Post Difference in Score
M 42.444 46.006 3.5
MOD 68.333 76.389 8.1
MR 31.167 36.000 4.8
ED 48.667 53.389 4.7
LD 43.278 48.278 5.0
]
N = 18
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TABLE 3
MEAN PRE- POST TEST ATTITUDE SCORE OF PARTICIPATING
TEACHERS FOR SCHOOL DISTRICT
Score X Pre X Post Difference in Score
M 38.917 42.5000 3.6
MOD 63.250 65.833 2.7
MR 31 . 583 30.667 - .91
ED 43.667 49.250 5.6
LD 41 .833 43.750 1.9
]
N = 12
TABLE 4
MEAN PRE- POST TEST ATTITUDE SCORES OF PARTICIPATING
TEACHERS FOR SCHOOL DISTRICT
Score X Pre X Post Difference in Score
M 42.263 43.211 .95
MOD 67.632 66.947 - .69
MR 37.105 29.684 -7.5
ED 48.105 50.895 2.8
LD 43.316 42.368 - .95
]
N = 19
Hypothesis I
Attitude gains of participating regular classroom teachers in the
three school districts will not be significantly greater than those for
the control group of nonparticipating teachers on mainstreaming children
with mild disabilities.
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The following data indicates that no significant difference in
gains scores were obtained between the experimental and control groups
on the mild attitude dimension as measured on the RGEPS. Therefore,
no follow up comparison was suggested. It should be noted, given the
range of possible scores on this attitude dimension, this data indicates
that the pre-test scores were initially high.
TABLE 5
ANALYSIS OF VARIANCE FOR MILD ATTITUDE GAIN SCORES*
THREE EXPERIMENTAL SCHOOLS VERSUS CONTROL
Source df MS £
Between 3 68.031 1.92
Within 75 35.457
Mean Gains for Three Experimental Schools Versus Control
School District X SD
X 3.556 7.342
Y 3.583 6.417
Z .947 6.399
C - .033 4.367
Hypothesis II
Attitude gains of participating regular classroom teachers in the
three school districts will not be significantly greater than those for
the control group of nonparticipating teachers on mainstreaming children
with moderate disabilities.
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A significant difference in gain scores was obtained between
the experimental and control groups on the moderate attitude dimension.
TABLE 6
ANALYSIS OF VARIANCE FOR MODERATE ATTITUDE GAIN
SCORES: THREE EXPERIMENTAL SCHOOLS VERSUS CONTROL
Source df MS F
Between 3 263.742 4.73**
Within 75 55.710
**£ < .01 , df = 3,60
Mean Gains Score for Three Experimental Schools Versus Control
School District X SD
X 8.056 10.984
Y 2.583 8.681
Z - .684 6.856
C 1.300 3.949
Further investigation indicated that independent of the treatment
there were significant differences between School Districts X and Y.
In summary, attitude gain scores were greater than those of the Control
Group for only one of the experimental groups, School District X.
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TABLE 7
FOLLOW UP t TEST COMPARISONS ON MODERATE ATTITUDE GAINS
Y (2.583) Z (-.684) C (1.300)
X (8.056) 1.45 2.92** 3.07**
Y (2.583) 1 .17 .66
Z (-.684) 1 .29
**£ < .01
The data on the previous tables indicates that the treatment had
a differential effect on changing teacher attitudes toward moderately
handicapped children in school district X.
Hypothesis III
Attitude gains of participating regular classroom teachers in the
three school districts will not be significantly greater than those for
the control group of nonparticipating teachers on mainstreaming mentally
retarded children.
The data on the following table indicates that significant differ-
ences in gain scores were obtained between the experimental and control
group on the attitude dimension of mental retardation.
Comparison between groups on mental retardation attitude gains
indicate that independent of the treatment there was a significant
dif-
ference between X and Y and X and Z. However, none of the
experimental
schools are significantly greater than the control.
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TABLE 8
ANALYSIS OF VARIANCE FOR MENTAL RETARDATION GAIN SCORES:
THREE EXPERIMENTAL SCHOOLS VERSUS CONTROL
Source df MS F
Between 3 152.141 3.32**
Within 75 45.830
**£ .01
,
df = 3,60
Mean Gains for Three Experimental Schools Versus Control
School District X SD
X 4.833 6.854
Y - .917 6.947
Z 1.421 8.064
C 2.400 5.685
TABLE 9
FOLLOW UP t TEST COMPARISONS ON MENTAL RETARDATION ATTITUDE GAINS
Y (-.917) Z (-1.421) C (2.4000)
X (4.833) 2.24* 2.54* 1.33
Y (-.917) .18 1 .60
Z (-1.421) 1.95
*£ < .05
It appears that the treatment had no effect on modifying teacher
attitude toward mentally retarded children.
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Hypothesis IV
Attitude gains of participating regular classroom teachers in the
three school districts will not be significantly greater than those
for the control group of nonparticipating teachers on mainstreaming
emotionally disturbed children.
The following table indicates that significant differences in gain
scores were obtained between the experimental and control groups on the
attitude dimensions of emotional disturbance.
TABLE 10
ANALYSIS OF VARIANCE FOR EMOTIONAL DISTURBANCE GAIN
SCORES: THREE EXPERIMENTAL SCHOOLS VERSUS CONTROL
Source df MS F
Between 3 188.552 5.00**
Within 75 37.676
**£< .01
,
df = 3,60
Mean Gains for Three Experimental School
s
Versus Control
School District X SD
X 4.722 6.587
Y 5.583 8.501
Z 2.789 6.399
C - 1.000 4.379
Further investigation indicates that gains on all three experi-
mental groups were greater than those for the control group.
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TABLE 11
FOLLOW UP t TEST COMPARISONS
ATTITUDE
ON EMOTIONAL
GAINS
DISTURBANCE
Y (5.583) Z (2.789) C (-1.000)
X (4.722)
.31
.91 3.62**
Y (5.583) 1 .04 3.32**
Z (2.789) 2.46**
*£ < . 05
**£<.01
In summary, the data indicates that the treatment had a positive
effect on changing teacher attitude toward emotionally disturbed child-
ren for all three schools.
Hypothesis V
Attitude gains of participating regular classroom teachers in the
three school districts will not be significantly greater than those for
the control group of nonparticipating teachers on mainstreaming children
with learning disabilities.
The data on the following table indicates that significant gain
scores were obtained between the experimental and control groups for
the attitude dimension of learning disabled.
Further investigation indicates that independent of the treatment,
school district X made significantly greater gains than school district
Z. One experimental group (X) was significantly higher than the control.
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TABLE 12
ANALYSIS OF VARIANCE FOR LEARNING DISABLED GAIN
SCORES: THREE EXPERIMENTAL SCHOOLS VERSUS CONTROL
Source df MS F
Between 3 14.845 5. 24**
Within 75 21 .931
**£ < .01 , df = 3,60
Mean Gains for Three Experimental Schools Versus Control
School District X SD
X 5.000 6.739
Y 1.917 5.035
Z - .947 4.576
C .967 2.735
TABLE 13
FOLLOW UP t TEST COMPARISONS ON LEARNING DISABLED ATTITUDE GAINS
Y (1.917) Z (-.947) C (.967)
X (5.000) 1.35 3.16** 2 . 92**
Y (1.917) 1 .63 .79
Z (-.947) 1 .84
**£ < .01
The treatment seemed to have a differential effect on
modifying
teacher attitudes toward children with learning disabilities
in school
district X.
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Review of Gains
1. School district X
a. differed significantly on MOD, ED, LD from control
b. differed significantly on MR from school district
Y independent of the treatment
c. differed significantly on MOD, MR, LD from school
district Z independent of the treatment.
2. School district Y
a. differed significantly on ED from control
3. School district Z
a. differed significantly on ED from control.
In summary, the experimental groups' data differed significantly
from the control group data on emotional disturbance. None of the
experimental groups differed significantly from the control group on
mental retardation and mild handicapped. School district X differed
from the other school districts on a variety of attitude dimensions,
often independent of the treatment. The treatment seemed to have a
differential effect on the three school districts.
In addition, the treatment in part appeared to be effective in
helping to change teacher attitude on only three of the attitude di-
mensions. These were moderate, emotional disturbance and learning
disabled.
The results raise a number of interesting questions.
1. What accounted for the difference in the attitude
scores among the three school districts and why
did school district X score significantly higher
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than the other districts and control group on many
of the attitude dimensions?
2. Why did significant gains occur in emotional disturb
ance for all three experimental schools when com-
pared with the control group?
3. Why did no significant gains occur on the mild atti-
tude dimension in all three school districts?
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CHAPTER V
DISCUSSION OF RESULTS
Summary
The purpose of this study was to determine whether an inservice
practicum experience could be instrumental in changing teacher atti-
tudes about mainstreaming. The sample included 40 regular school
teachers representing three rural school districts in South Carolina.
The treatment involved four structured consultation sessions of 30
minutes with each participant over the period of one academic year.
Each practicum visit took place at the participant's school.
The problems encountered by the teacher as they related to work-
ing with special needs children were the topics of discussion for each
visit. The focus of the consultation was on the teacher rather than on
the particular children with whom the teacher was currently having diffi-
culty. The consultant may have offered helpful clarification, diagnostic
interruption or help formulating alternative solutions, but the teacher
was free to accept or reject all or part of this help. All teachers were
informed during the first practicum that they would receive a grade of
pass
.
Special features of the practicum were that:
1
.
Instructional alternatives were emphasized rather
than mandatory methods.
2. Participants had the opportunity to analyze and
evaluate the consequence of their teaching of
special needs children.
3. Follow-up sessions occurred incorporating insights
gained from previous visits.
4. Participants were involved with the identification
and articulation of their own training needs as they
related to working with special needs children.
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5. Participants were encouraged to express their own
values and opinions.
6. The practicum went beyond the mere mastery of certain
teaching techniques and dealt with teacher attitudes
relating to mainstreaming.
The term "attitude toward mainstreaming" was defined as the social
distance the subjects want to maintain between themselves and a variety
of types and degrees of handicapping conditions. Attitude gains were
determined by comparing pre- and post measures on the RGEPS for the
three experimental groups and one control group.
A discussion of the results will begin with the effects of the
treatment on the various disability dimensions and conclude with an
examination of the differential effects on the three experimental schools.
Mild
The treatment seemed to have no effect on changing teacher attitudes
toward mainstreaming mildly handicapped children. An examination of the
score range indicates that teacher attitudes were high to begin with.
Most of the special needs children diagnosed as mildly handicapped have
always been a part of the mainstream and skillful teachers are usually
able to provide them with appropriate learning experiences.
Moderate
The treatment had a positive effect in one of the school districts.
This can in part be explained by some of the unique characteristics of
school district X. This will be discussed in the next section.
In addition, acceptance of moderately handicapped children by regu-
lar classroom teachers is often contingent upon a host of support services.
The availability of paraprofessionals and specialists was particularly rare
in two of the school districts.
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Problems associated with moderately handicapped children often
require the refinement of certain teaching skills, i.e., individual
instruction. The emphasis of the practicum was not on skill acquisi-
tion, and the gains on this dimension were, therefore, limited.
Emotional Disturbance
The findings revealed that the treatment had a positive effect on
teacher attitudes toward mainstreaming emotionally disturbed children.
Most of the success experiences the participants had with special needs
children were associated with modifying disruptive behaviors in the
classroom. The consultation process seemed to give the participants
greater insight into handling behavior problems. This type of disability
rarely requires the teacher to modify his/her instructional program, and,
therefore, caused a minimum amount of inconvenience.
Learning Disabled
The treatment had an effect on teacher attitudes toward mainstream-
ing learning disabled children in only one of the experimental groups.
The ability to provide for such children in the regular classroom requires
the participant to have a substantial repertoire of teaching strategies
combined with a host of diagnostic skills. Many of the participants were
unable to acquire appropriate techniques through the practicum and con-
tinued to find teaching such children frustrating. Positive attitude gains
toward learning disabled children would possibly have resulted if better
articulation existed between the consultations, visits, and the skill-
building workshops.
Mental Retardation
The treatment seemed to have no effect on changing teacher attitudes
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toward mainstreaming learning disabled children in only one of the
experimental groups. The ability to provide for such children in
the regular classroom requires the participant to have a substantial
repertoire of teaching strategies combined with a host of diagnostic
skills. Many of the participants were unable to acquire appropriate
techniques through the practicum and continued to find teaching such
children frustrating. Positive attitude gains toward learning disabled
children would probably have resulted if better articulation existed
between the consultations, visits, and the skill-building workshops.
Comparison of Schools
There were significant differences in several attitude gains among
the three experimental groups. The data indicates that factors other
than the treatment were possibly operating to bring about such change.
In the two schools which made minor gains in attitude scores, a clearly
defined rationale relating to mainstreaming had not been presented to
the participants by the administration. In addition, no prior inservice
efforts addressed themselves to the issue of mainstreaming. The public
commitment to mainstreaming was vague in these schools. School district
X made a major commitment to mainstreaming. Inservice programs per-
taining to the integration of the handicapped into the regular school
program occurred over the period of the last two years. Many of the
teachers were involved in drawing up school guidelines on mainstreaming.
Parents actively supported such efforts.
In school districts Y and Z, teachers simply were told that the
administration would integrate certain exceptional children when the
special education personnel felt that the student was ready to function
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successfully in the regular classroom.
The lack of communication between regular classroom teachers
and the administration may have affected teachers' attitudes toward
mainstreaming negatively.
In addition, school district X differed from school districts
V and Z on a number of socio-economic dimensions:
1. School district X had a student/teacher ratio of
18 to 1 while the other school districts averaged
28 to 1
.
2. School district X had over 60 per cent of its
students continue on to college while the other
two districts averaged only 30 per cent.
3. Over 50 per cent of the participants in school
district X had the use of paraprofessional aids
for at least part of the day while only 20 per
cent of the participants in the other school
districts had such benefits.
4. Over 40 per cent of the participants in school
district X had earned advanced degrees in teaching
while the other districts averaged 15 per cent.
5. The amount of money school district X received
amounted to more than $800 per student. The figures
for the other two districts was considerably less.
6. School district X had a wider range of programs and a
larger number of options for special needs children.
Teachers in school districts Y and Z were usually
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limited to only three alternatives: special class
placement, resource room placement for part of the
school day and regular classroom placement.
Most of the participants in school district X taught in modern
schools having access to a great variety of resources which allowed
them to better provide for individual differences in their classrooms.
Participants in the other districts were located in more rural settings
and taught in inferior structures.
Teachers in school district X had time set aside to consult with
a host of professionals concerning problems they were having with
special needs children while teachers in the other districts had few
professionals to consult with.
Sophisticated screening procedures helped in the placement of
special needs children in an appropriate program in school district
X, whereas in the other two school districts special needs children
were often dumped into the regular classroom without such services.
Many teachers in school district Y and Z had negative attitudes toward
certain disabilities prior to the inservice effort.
Finally, school district X differed from the other districts in
terms of the range of instructional alternatives. School district X
had attempted differentiated staffing and was exploring a variety of
school -wide structured approaches to individualized reading and mathe-
matics instruction on the elementary level. School districts Y and
Z were primarily utilizing traditional self-contained classroom pro-
cedures.
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The following conclusions were derived from the data:
1. A long-term practicum utilizing a consultation
format can result in positive teacher attitude
gains towards the mainstreaming of emotional
disturbed children.
2. A long-term practicum utilizing a consultation
format has little effect on rural regular school
teachers' attitude about mainstreaming of mentally
retarded children.
The following conclusions are inferred from the participants'
note cards:
1. The latitude of acceptance of many types and degrees of
disabilities considered was dependent on the teacher's
level of adaptation. Due to superior skills or certain
values many participants in the study were in a better
position to accept special needs in the mainstream of
their programs.
2. The participation in the development of the solution of
personal teaching problems brought about by mainstreaming
efforts makes a person more favorable towards the concept.
Participant-generated thoughts are more important in
attitude change than externally originated thoughts.
3. Consideration of the teachers' values is vital to any
consideration of attitude change. The greater the per-
ceived link between attitudes about mainstreaming and the
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values the participant has, the more likely that
positive changes will occur.
4. Much of attitude change is the relationship between
situational forces and the participants' patterns
of motives and values. The needs of the teacher un-
doubtedly enhance attitude change.
5. One must consider situational determinants of attitude
change independent of the practicum experience. Atti-
tude change toward mainstreaming will be limited unless
the school environment is supportive of the behaviors
that accomplish attitude change.
Questions as to the effectiveness of an inservice experience
designed to change teacher attitude about mainstreaming must be couched
in finite and specific terms. This includes determining what treat-
ment in the hands of what helpers will produce what results for what
teachers with what problems. Attitude change is effected by numerous
factors. They include the inservice format, the characteristics of
the instructor, the characteristics of the participants, nature of
the problem, nature of attitude change desired, nature of situation
where the change is to take place.
The results in part support other research studies that have stated
attitudes toward exceptional children can be made more positive as a
result of an inservice experience. (Gill ung and Shaw, 1975; Soloway,
1975; Shotel , Iano, and McGittigan, 1972) It should be noted, however,
that these studies utilized a short-term workshop format directed at
equipping regular classroom teachers with diagnostic, remedial and
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behavioral management skills.
A consultation approach to inservice education as it pertains to
mainstreaming is almost non-existent in the literature. Shaw discusses
an inservice model utilizing resource consultants to bring about
teacher self-sufficiency." This study reinforces Shaw's suggestions
relating to the effectiveness of an inservice experience. They include:
1. Inservice experiences must be designed to provide for
maximum participation on the part of teachers to utilize
their own ideas generated from their experiences to cope
more effectively with special needs.
2. The inservice experience must allow teachers to express
fundamental values.
3. The needs of the teacher should serve as the basis for
designing inservice experiences. This includes sensi-
tivity on the part of the consultant as to the situa-
tional forces which impede most attitude change toward
mai nstreami ng.
Recommendations
Methodological Problems with Control and Instrumentation . Without
control over general settings in which data is collected, the influence
of other variables upon obtained findings is not easily assessed, nor
is it possible to draw causal relationships.
1. Random sample selection of the experimental and control
group teachers within a single school could improve the
design.
1172.
Districts with schools similar in characteristics
should be matched to provide for a more homogenous
sample.
Many of the program participants remarked that the program options
presented on the RGEPS were not representative of the program alterna-
tives they were afforded in their particular school. It should be
noted that in actuality none of the school districts in the study had
more than five options. The RGEPS manual suggests that participants
consider the ideal situation.
1. The validity of the instrument must be re-examined in
terms of the participants' familiarity with these
options. It would be useful to investigate compari-
sons in teacher attitudes among those teachers who have
these options available compared with those teachers
who only have a limited number of options.
2. It is also recommended that a comparison of RGEPS scores
and teacher classroom behavior be attempted. Some type
of critical ratio might be employed to determine whether
or not teachers who accept mainstreaming on the RGEPS
are practicing it.
3. The addition of more items especially for the attitude
dimensions of mild and severe might well increase the
reliability of the instrument.
4. The conclusion that the RGEPS is more reliable for
certain groups of educators should also be explored.
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It is possible that much of the data obtained reflects the
method of measurement instead of specific characteristics of the
attitude object, mainstreaming. For future studies it is suggested
that the theoretical construct of mainstreaming be measured in
several different ways; if similar results are obtained, the results
will be more conclusive. An analysis of the correlation patterns
among the various test items on the RGEPS could enhance the validity
of the instrument. This factor analytic investigation should be re-
peated several times with different populations of subjects and under
various conditions. This would further help delineate critical attri-
butes used by a group of participants to conceptualize various degrees
and types of disabilities.
The measurement of the affective component of attitude change
about mainstreaming could be refined by correlated information obtained
on well -constructed Lickert Scales or semantic differential instruments
with information obtained from standardized attitude measures such as
the RGEPS. The factor of the latitude of acceptance or rejection of
special needs children in the mainstream could then be more clearly
determined.
One of the disadvantages of using a direct attitude measure such
as the RGEPS is that the participant knows his attitude is being
measured. He is then more likely to modify his responses in order
to seem openminded or enlightened.
Finally, the relationship between knowledge about a particular
disability and attitude towards that disability require further inves-
tigation. A detailed analysis of the attributes teachers give various
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disabilities is suggested to determine what criteria are being used
to categorize children.
Improvement of Treatment
. The effects of the practicum exper-
ience on certain participants have been documented in Chapter Three.
A number of common concerns emerge from the participants' responses.
Some teachers require a more highly structured approach to help
them with the mainstreaming efforts. The concept of consultation
and mutual problem solving seemed threatening and at times vague.
The way the consultation process is introduced to the teacher
seems to be of great importance. Concepts such as negotiation and a
detailed exploration as to the role of consultant must be clarified
during the initial stages of the practicum.
It is also important that teachers have the option of whether to
participate in this type of experience. It should be noted that four
visitations were required of all participants.
There was also a great deal of concern among the participants
about the limited number of practicum visits and the large amount of
time between visits. The practicum visits occurred over the period of
an academic year. The idea of long-term inservice practicums has not
been discussed in any of the literature reviewed. Further investiga-
tion as to the efficacy of such an experience is in order.
The practicum was for the most part perceived by the participants
as a positive, supportive and non-threatening experience. Teachers,
by and large, noted improvement in their confidence when working with
certain special needs children. Teachers expressed a greater desire
to individualize instruction for their children at the conclusion of
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the practicum. Many participants became asset seekers rather than
deficit seekers.
The regular classroom teacher has multiple responsibilities that
go far beyond working out a particular strategy for a few special
needs children. Inservice experiences should be designed to allow
teachers to transfer skills and insights gained to other children and
to new situations.
Finally, it is suggested that a systematic model of consultation
be developed utilizing the procedures employed in this practicum. The
consultation process demands further refinement.
Suggestions for Further Research
A study could be conducted to investigate the relationship between
the acquisition of certain skills and attitude change about mainstream-
ing.
1. Research could be conducted to determine how consulta-
tion procedures relating to mainstreaming are affected
by perceptual, cognitive learning and motivational
processes.
2. The effectiveness of the practicum in changing teacher
attitudes about mainstreaming could be compared with
other inservice formats to examine if similar gains
occur.
3. The temporal aspect of the practicum could be examined.
The inservice effort was conducted over the period of
an academic year. Each participant received four visits
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averaging 30 minutes each in duration. It would be inter-
esting to manipulate either the variables of the number of
visits, duration of visits, or the length of time between
visits to determine if either affect change in attitude.
Numerous other questions could be investigated.
1. Is the treatment more effective for participants who are
teaching at certain grade levels? A study could be con-
ducted to compare attitude changes of elementary school
teachers with those of high school teachers.
2. Do attitude gains resulting from the treatment remain
constant following the inservice experience?
It is recommended that a similar investigation be conducted on
a longitudinal basis. After a year, the sample would again be admin-
istered the RGEPS and these scores would be compared with the end of
experience, RGEPS scores.
Other Questions
1. Do teachers who work in certain instructional mainstreaming
settings incline more favorably toward mainstreaming? It
would be useful to compare attitude gain scores for those
teachers who primarily taught:
(a) regular self-contained classrooms,
(b) differentiated staffing situations, and
(c) resource room situations.
Is the treatment more appropriate in rural settings? This
study could be replicated utilizing schools in an urban setting.
2.
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3. Is teacher behavior in a school setting changed as a
result of the practicum experience? Research could
be conducted to determine the quality and quantity of
certain instructional techniques used by the partici-
pants.
Concl usion
We must individualize growth experiences for the teachers as well
as for the children. If inservice experiences are meaningful and
important to the participant, they must belong to the learner and
not be imposed by some inservice innovator.
Inservice education should consist of meaningful exchanges among
professionals. The school districts in this study were rich in human
resources. However, most regular classroom teachers perceived the
mainstreaming process to be lonely and frustrating.
This study has approached the problem of providing effective
inservice education quite differently from most approaches surveyed
in the literature. Rather than giving each teacher the same uniform
set of skills, the practicum sought to help each participant identify
his/her own assets and resources and use these to provide more effec-
tively for special needs children in their own classroom. An under-
lying assumption throughout this research has been that as teachers
increase their confidence in dealing with a variety of handicapping
conditions, their attitudes towards mainstreaming such children into
the regular school program will become more positive.
In essence, the treatment sought to ask participants in the three
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school districts to appreciate their own personal needs as well as
the personal needs of their children.
As the practicum evolved, many of the participants expressed
a desire and ability to provide for a broader range of differences
in their classrooms. Many children who were previously sidetracked
or ignored were now welcomed back into the mainstream.
As the participants began to define their own strengths, needs,
goals and means for meeting them through various negotiated learning
experiences, the researcher noted a rapid growth in programs to in-
dividualize and personalize instruction for their own students. This
is the essence of mainstreaming.
Finally, the study supports the thesis that an individualized
inservice practicum can have a positive effect on changing teacher
attitudes about mainstreaming. Undoubtedly, widely divergent in-
service tactics could be used to promote similar attitude change;
however, the personalization of the inservice experiences seems to
have been the most important ingredient in modifying teacher attitudes
toward special needs children.
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APPENDIX A
BEHAVIORAL DESCRIPTION QUESTIONNAIRE
PRACTICUM VISIT I
NOVEMBER, 1975
The following statements refer to your first practicum
experience. Indicate how well each statement describes your feelings
Wherever appropriate. please comment on a particular response.
1. The instructor helped me to define problems that certain
children were having.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 0 0 7 8 2
Y 0 1 6 5 0
Z 0 2 2 5 5
T 0 3 15 18 7
2. The instructor is a creative person.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 0 1 2 9 5
Y 0 0 5 3 4
Z 1 0 2 7 5
T 1 1 9 19 14
3. The instructor was concerned primarily with his own values
and viewpoints.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 4 8 5 0 0
Y 4 5 3 0 0
Z 11 3 0 0 0
T 19 16 8 0 0
4. The instructor was an aloof sort
1 5 3
—
Strongly Disagree
X 8 5 3
Y 4 2 5
Z 6 5 1
of person.T
1
1
1
132
5
Strongly Agree
0
0
0
T 18 12 9
The instructor's approach helped me
3 0
1 gain new insights.
1 2 3 4 5
Strongly Disagree Strongly Agree
A u 1 3 8 5
Y 0 1 3 7 1
Z 1 0 1 7 5
T 1 2 7 22 11
I felt good after the first visit. I seem to have a handle
on the problem.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 1 1 5 9 1
Y 0 2 5 5 0
Z 1 1 2 6 4
T 2 4 12 20 5
I perceived the practicum visit to be collaborative, not that
of a superior supplying techniques to a teacher who is inade-
quatel.y trained.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 0 3 1 9 3
Y 1 1 4 4 2
Z 1 1 1 2 9
T 2 5 6 15 14
i. I perceived the first visit to be that of mutual problem-
sol vine|.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 1 0 2 6 /
Y 0 0 5 5 2
Z 0 0 2 6 6
T 1 0 9 17 15
9. I found the note cards and initial assignment meaningful
133
1
Strongly Disagree
X 0 0
Y 0 2
Z 0 1
Strongly Agree
7 5
5 1
7 4
T 0 11 19 10
10 . I found the instructor sensitive to my problems.
Strongly Disagree
X 0
Y 0
Z 1
Strongly Agree
5 9
3 5
5 7
1 13 21
1 1 . I felt free to express my opinions and feedings
Strongly Disagree
X 0 1 0 3
Y 0 0 3 3
Z 0 0 0 3
5
Strongly Agree
13
6
11
0 1 30
12. Since the last visit, I have been able to focus more clearly
on the children's problems.
1
Strongly Disagree
X 0
Y 0
Z 1
4 5
Strongly Agree
9 4
5 2
7 4
T 1 21 10
13. I have been able to explore alternative teaching procedures
1 2
Strongly Disagree
X 0 1
Y 0 0
Z 0 1
3 5
Strongly Agree
8 1
3 4
8 2
0 15 19
7
14 I have increased my awareness of the children's assets.
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Strongly Disagree
X 0 0
Y 0 0
Z 0 1
4
Strongly Agree
8 3
5 3
2 10
T 0 1 8 15 16
5. I have gained useful information through collaboration with
other professionals.
1 2 3 4 5
Strongly Disagree
0
Strongly Agree
X l 2 7 7
Y 0 0 3 6 3
Z 0 0 2 5 7
T 1 0 7 18 17
6. I have noted changes in the child ' s self-concept.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 1 1 6 8 1
Y 0 1 2 6 3
Z 0 0 2 8 3
T 1 2 10 22 7
17. I am more optimistic in terms of helping my children.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 0 0 3 9 5
Y 0 0 2 6 4
Z 0 0 2 6 6
T 0 0 7 21 15
18. I have been able to devise a few short-term objectives and
have noted improvement.
1 2 3 4 5
Strongly Disagree
8
Strongly Agree
X 0 1 5 3
Y 0 1 2 6 3
Z 0 0 3 7 4
T 0 2 10 21 10
19. I have a clearer understanding of the problems in dealing with
the children who have special needs.
1 2 3 4 5
Strongly Disagree
1
Strongly Agree
X 0 0 11 5
Y 0 0 4 4 3
Z 0 1 1 7 5
T 0 2 5 22 13
1. The instructor was a good listener.
1 2 3 4 5
Strongly Disagree
1
Strongly Agree
X 0 2 3 10
Y 0 0 2 4 6
Z 0 0 0 3 11
T 0 1 4 10 27
1. The instructor was an "idea man" suggesting new ways of
handling my problems •
1 2 3 4 5
Strongly Disagree Strongly Agree
X 0 1 4 8 3
Y 0 1 3 6 2
Z 1 1 2 5 6
T 1 3 9 19 11
22. The instructor kept straying too far from the real problems.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 5 8 3 0 0
Y 4 5 3 0 0
Z 6 5 1 1 1
T 15 18 7 1 1
). The instructor seemed warm and genuinely interested in my
concerns.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 0 0 3 4 10
Y 0 0 2 3 7
Z 4 1 1 2 6
T 4 1 6 9
23
24, Jhe first visit seemed contrived and lacked any real focus
6
1
Strongly Disagree
X 7 4
Y 3 2
Z 5 4
4 F
Strongly Agree
2 0
3 0
1 2
T 15 10 10 6 2
25. The instructor was too perscriptive and did not allow for
my own input.
1 2 3 4 5
Strongly Disagree
X 5 10 2
Strongly Agree
0 0
Y 2 8 2 0 0
Z 5 4 0 1 1
T 12 22 4 1 1
26. The first visit was much too structured.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 8 7 0 1 0
Y 4 5 2 0 0
Z 7 6 1 0 0
T 19 18 3 1 0
27. I feel more confident in my ability to diagnose learning
disabilities.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 0 0 6 9 2
Y 0 2 5 4 1
Z 3 0 3 6 2
T 3 2 14 19 5
28. I have noted improvement in my children.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 1 1 6 7 1
Y 0 0 3 7 2
Z 0 0 2 7 5
T 1 1 11 21 8
In retrospect
hel pful
.
I found the fi rst
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practicum visit extremely
1 2 3 4 5
Strongly Disagree
X 0 1 8
Strongly Agree
6 2
Y 0 0 5 7 0
Z 1 1 2 6 4
T 1 2 15 19 6
30. My attitudes towards the children have changed.
1 2 3 4 5
Strongly Disagree
X 0 0 4 8
Strongly Agree
3
Y 1 0 3 4 4
Z 1 2 4 2 5
T 2 2 11 14 12
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APPENDIX B
BEHAVIORAL DESCRIPTION QUESTIONNAIRE
PRACTICUM VISIT II
FEBRUARY, 1976
The statements below refer to the period following the
second practicum visit. Indicate how well each statement describes
your feelings.
I am better able to define useful short-term objectives for
at least one child in my classroom.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 0 2 4 4 4
Y 0 0 0 8 2
Z 0 1 0 7 5
T 0 3 4 19 11
2. I have gained new skills when individualizing instruction
for my students with special needs.
1 2 3 4 5
Strongly Disagree
X 0 3 5 3
Strongly Agree
0
Y 0 0 2 5 3
Z 0 0 1 6 6
T 0 3 8 14 12
3. At least one of my special needs students had demonstrated
improvement in his/her academic work.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 0 1 1 8 4
Y 0 0 2 6 2
Z 0 0 1 6 6
T 0 1 4 20 12
4. At least one of
improvement in
1 2
Strongly Disagree
X 1 1
Y 0 1
Z 0 0
1 39
my special needs students has demonstrated
his/her behavior and/or social skills.
~3 T~ T~
Strongly Agree444
2 6 1
1 8 4
T 1 2
I found the suggested
useful
.
7
format for the
18
second
9
set of note cards
1 2 3 4 5
Strongly Disagree
X 0 0 5 6
Strongly Agree
3
Y 0 0 1 7 2
Z 1 0 3 4 5
T 1 0 9 17 10
6. I have an increased awareness of my children's special
abilities (those you selected to work with).
1 2 3 4 5
Strongly Disagree Strongly Agree
X 1 0 2 6 5
Y 0 0 1 4 5
Z 0 0 1 7 5
T 1 0 4 17 15
I have greater confidence in my own teaching abilities when
working with selected students who have special needs.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 0 2 4 5 3
Y 0 0 1 5 4
Z 0 0 2 7 5
T 0 2 7 17 12
I find myself sharing more ideas with other professionals who
deal with my special needs children •
1 2 3 4 5
Strongly Disagree Strongly Agree
X 1 2 2 6 3
Y 0 0 6 2 2
Z 0 0 2 6 5
T 1 2 10 14 10
9.
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I found the second practicum visit to involve the mutual
sharing of ideas and felt free to express my
and feelings.
own opinions
1
Strongly Disagree
2 3 4 5
Strongly Agree
X 1 1 3 5 4
Y 0 1 0 6 2
Z 2 0 4 5 2
T 3 2 7 17 8
). I found the second practicum visit useful in terms of helping
me see alternative
have special needs.
ways in dealing with my students who
1
Strongly Disagree
2 3 4 5
Strongly Agree
X 0 3 6 2 3
Y 0 0 2 6 2
Z 2 0 4 5 2
T 2 3 12 13 7
141
APPENDIX C
BEHAVIORAL DESCRIPTION QUESTIONNAIRE
PRACTICUM VISIT III & IV
APRIL, 1976
The following comments refer to the entire practicum experience.
Indicate how well each statement describes your feelings.
1 • As a result of the practicum experience, I feel more confident
in working with children who have special needs.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 1 6 5 3
Y 1 3 4 5
Z 1 0 9 4
T 3 9 18 12
I have noted improvement in my own teaching when working with
these children.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 1 6 6 2
Y 3 6 4
Z 1 8 5
T 1 10 20 11
I am aware of alternative ways in dealing with my students
who have spec ial needs.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 1 2 9 3
Y 1 7 5
Z 1 3 4 5
T 2 6 20 13
I percieved the practicum visit to be that of two professionals
sharing ideas and solving problems.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 1 0 3 7 4
Y 1 2 4 6
Z 1 2 6 5
T 1 2 7 17 15
I felt free to negotiate assignments with the instructor.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 1 3 7 4
Y 1 3 3 6
Z 1 2 2 9
T 1 2 8 12 19
6. I found the note cards and the data collection procedures
useful
.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 1 1 6 2 5
Y 1 2 4 6
Z 1 8 5
T 1 2 9 14 16
7. I felt free to express my opinions and feelings throughout
the practicum.
1 2 3 4 5
Strongly Disagree
X 1 1 5
Strongly Agree
8
Y 1 2 2 1 7
Z 3 2 9
T 2 2 6 8 24
I have increased my awareness of the children’s special
abilities.
2 31
Strongly Disagree
X
Y
Z
3 5
Strongly Agree
4 6
8 3
5 8
T
17 17
The practicum sessions were well organized and allowed
for my own input,
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1 2
Strongly Disagree
X 1
Y
Z 2
3
7
4
3
4
3
6
4
5
Strongly Agree
4
3
5
T 1 2 14 13 12
0 . I feel more positive about keeping my children with special
needs in the regular classroom.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 1 1 6 4 3
Y 2 4 7
Z 2 8 5
T 1 1 10 16 15
1 . I have <gained skills 'which will be useful in the future when
teaching children who have special needs.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 1 1 6 3 4
Y 1 2 7 3
Z 3 6 5
T 2 1 11 16 12
2. Many of the ideas I have gained are useful when working with
regul ar students
.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 1 3 6 5
Y 8 5
Z 1 1 5 7
T 1 4 7 18 12
13. I have noted improvement in my selected children's self-conce
1 2 3 4 5
Strongly Disagree Strongly Agree
X 1 3 9 2
Y 1 6 6
Z 2 6 6
T 1 6 21
14
14
. The assignment for the last practicum visit helped me tointegrate my ideas, feelings and skills as they relate to
working with children who have special needs.
I O »» ' —
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1 T
Strongly Disagree
X 1
V 1
Z 1
3 T
Strongly Agree
7 3
7 3
6 6
T
5.
3
I perceived the practi
1 20 12
icum experience to be informal.
l 2 3 4 5
Strongly Disagree Strongly Agree
A 1 8 6
Y 1 6 6
Z 2 5 7
T 4 19 19
6. I feel the consultation process between instructor and studen
to be that of a helping relationshi P-
1 2 3 4 5
Strongly Disagree Strongly Agree
X 3 3 4 5
Y 1 6 6
Z 2 4 8
T 3 6 14 19
7. I experienced better icommunication with other staff members
concerning my special needs students.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 1 1 3 6 4
Y 1 2 4 6
Z 5 8 1
T 1 2 10 18 11
8. I was not inconvenienced by the practicum visits.
1 2 3 4 5
Strongly Disagree Strongly Agree
X 1 2 5 5 2
Y 1 1 1 5 5
Z 2 3 3 6
13 13
19.
145
I found the four one-half hour sessions adequate enough to
explore my concerns.
1
Strongly Disagree
2 3 T~ 5
Strongly Agree
X 3 6 2 4
Y 3 6 4
Z 1 5 2 3 3
T 1 8 11 11 11
20. Overal 1,1
experience.
have gained a great deal from the practicum
1
Strongly Disagree
2 3 4 5
Strongly Agree
X 1 1 6 4 3
Y 1 4 8
Z 2 0 6 6
T 1 3 7 14 17
APPENDIX D 146
RUCKER-GABLE EDUCATIONAL
PROGRAMMING SCALE
Form A
Chauncy N. Rucker
University of Connecticut
Robert K. Gable
University of Connecticut
Name Date
Present position
Years teaching experience
DIRECTIONS
Teachers are ordinarily faced with a wide variety of problems arising from the many
different kinds of students they work with each day. On the following pages are brief
descriptions of children actually referred for special education services. For each student
you are to indicate what you feel would be the best educational setting at this time.
You would actually need more information before placing most of the students, but
please make your best judgements based on the information provided. Assume that all of
the programs are available and competently staffed. Also assume that placements within
the continuum are flexible and that it is possible for a student to be moved up or down
the scale after treatment.
GO ON TO PAGE TWO
Copyright © 1973 by Chauncy N. Rucker and Robert K. Gable
All rights reserved. No part of this scale may be reproduced or transmitted in any form or by any means, electronic
or mechanical, including photocopying and recording, or by any information storage or retrieval system,
without
permission in writing from the authors.
PLACE EACH STUDENT IN ONE OF THE SEVEN PROGRAMS
FROM THE CONTINUUM BELOW
Page
REGULAR CLASSROOM - with no basic change in teaching procedures.
CONSULTATION - regular classroom with specialists available for consultation with
teacher (or parent) whenever needed.
CONSULTATION & DIRECT SERVICES - regular classroom with specialists
available in the school to consult with teacher and provide short-term direct services
to student.
RESOURCE ROOM - regular classroom with resource room services (special educa-
tion teacher providing supplemental instruction) provided on a continuing basis in
which the student can participate for as much as two hours each day.
PART-TIME SPECIAL CLASS -'student enrolled in a special class for the majority
of each day, but enters regular classroom for certain subjects.
FULL-TIME SPECIAL CLASS - student assigned to a self-contained special class on
a full-time basis.
NOT - student placed in a residential school, hospital program, treatment center, etc.
because he or she cannot reasonably be handled within the context of regular or
special public education.
If you choose:
Regular Classroom, circle number seven
Consultation, circle number six
Consultation & Direct Services, circle number five
Resource Room, circle number four
Part-Time Special Class, circle number three
Full-Time Special Class, circle number two
Not for public education, circle number one
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PLEASE RESPOND TO EVERY ITEM
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1. Nancy is a third grader who has difficulty keeping her place during oral reading. Her hand-
writing is labored, the letters are very large and irregular, and she cannot write on the lines. Her
work is disorganized. She gives up easily and needs a lot of personal attention.
2. Jim’s achievement is approximately two years below expectation for his age of nine. He has
great difficulty understanding and following directions and forgets them quickly. He seems to
lack any social skills.
3. Clifford, a nine year old, is very alert and imaginative; he is able to discuss a variety of topics
intelligently, but he is unable to read.
4. Myron is a sixth grader who often becomes aggressive in class. His relationships with other
children are usually quarrelsome and he is prone to get into trouble when left alone.
5. Ed repeated kindergarten because of his immaturity and is now having trouble doing his first
grade work. If he is included in a group activity, he constantly teases the smaller children. He
has to be watched constantly or he will destroy their work in a sadistic manner.
6. Jason, age six, occasionally prints letters backwards, writes from right to left, and is restless in
class. His parents are concerned that he is still on reading readiness material rather than in a
reading group like his classmates.
7. Herb has made a poor adjustment to his first grade class despite his capability for learning. He
has difficulty participating in group functions because he is so mischievous. He often fails to
respond to discipline.
8. Ray, age twelve, is a two time repeater with above average potential; he has great difficulty
remembering material presented in a visual manner and, in spite of a great deal of remedial
reading instruction, remains a non-reader.
9. Kenny is a ten year old with a history of late development. He sat up at age two, he had no
recognizable speech until age seven, he learned to walk at age nine, and he is still not toilet
trained.
10. Frank’s achievement is below that of his fifth grade classmates. He is moody, and a loner who
is continually seeking attention and testing adults to see if they like him. At home he has
displayed physical violence, but never at school.
11. Leroy beat another first grader so severely that minor surgery was required. He has bitten a
number of his classmates and has to be supervised constantly.
12. Charles is an eight year old who has not yet sat up, crawled, or walked. He is unable to
communicate in any way. He has no bowel or bladder control, can’t feed himself, and is very
susceptible to upper respiratory infections.
13. Jose seems unable to perform the academic requirements of his fifth grade class, particularly
in mathematics and language. He has a cheerful compliant personality. He works best on a
concrete level.
14. Virginia is an eight year old who does little work in school. She is capable of verbal and
physical attacks on anyone when angry. She doesn't seem to care about any school relation-
ships and neither threats nor praise are effective in dealing with her.
15. Tom, age eight, doesn’t seem to acquire new skills as quickly as most; he needs to have instruc-
tions repeated several times. He has difficulty working individually and needs a great deal of
encouragement and supervision.
16. Annalou is new to her present fifth grade class. She seems anxious while she is in school, but
is much calmer as soon as she leaves the school grounds. Her schoolwork is slightly below
average, but she is quite responsive if encouraged.
17. Jesse, an eight year old, has difficulty keeping up with his class in all subjects.
He is very large
for his age and quite immature socially. He has a noticeable speech problem.
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Stan is a twelve year old of average ability who wants desperately to
learn to read, but even though he has had remedial instruction, he is
virtually a non-reader. He disturbs other children by humming to
himself much of the time. Although he is frustrated in most academic
endeavors, he does very well in experiments and class discussions in
science and on all oral tests.
Jerry is a seven year old who disrupts group tasks and refuses to go with
his class to lunch or gym. At recess he plays with older children from
other classes since his own classmates won’t play with him. Although
he seems to like his teacher and has above average potential, he seldom
completes his work in a satisfactory manner.
Dan is a six year old who is extremely immature in all areas. He is not
able to do any of the tasks that are expected of a kindergartner. His
speech is primarily limited to one or two word utterances. He has a
negative approach to school.
Paula is a soft spoken nine year old. She has trouble understanding
even simple directions and often chooses to ignore them. She usually
cannot do assigned work and reacts by crying .or distracting other
children.
•Noel is a second grader who was retained in first grade. His performance
is low in all subjects, but he appears fairly capable. He is lethargic,
passive, and non-reactive, seeming to lack emotional responsiveness.
He still checks each letter when copying a word and often confuses
letters and whole words.
Bob is a third grader who wants friends, but his classmates continually
make him a scapegoat. Although he is apparently bright, he is very
forgetful and seems unaware of what is expected by his teacher.
Vance, age seven, is a good student in all areas except mathematics
which is a constant frustration to him; he is unable to deal successfully
with the most basic arithmetic concepts.
Bill is a very friendly ten year old who has recently learned to write his
name. His speech skills are on a very immature level. He has mastered
a few simple self-help skills.
Mel continually disrupts his fifth grade class. He seems to be angry
much of the time and often bullies other children. Although he is
of average potential, he doesn’t have much interest in his studies.
Christopher is a very articulate second grader with many interests. He
works very slowly, particularly in reading. He is weak in phonetic
analysis, can’t seem to retain reading skills, and any academic growth
on his part depends on a great deal of drill.
Don, age ten, is only slightly slower than his average classmates, but he
is clumsy and other students have nicknamed him “Don the dunce”.
Jimmy Lee is an eight year old whose academic performance is well
below what is expected for his age. He has difficulty feeding himself,
he is not completely toilet trained, and he has very poor motor coordi-
nation.
Fred is a ten year old fourth grader who was retained in first grade. His
attention span is short and many of his interests are immature. His
motivation for classroom work is very low, but improves markedly in a
one-to-one relationship. He has difficulty with reading, spelling, and
arithmetic concepts. His oral performance indicates that he is far
more able than his written work would indicate.

